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ABSTRACT
LEADERSHIP AND STRATEGIC PLANNING
IN HIGHER EDUCATION:
TOWARD MORE EFFECTIVE UNIVERSITY MANAGEMENT
(August, 1976)
Bobby Brown Lyle, B.S., Louisiana Polytechnic Institute
M.S., Southern Methodist University
Ed.D., University of Massachusetts
Directed by: Kenneth H. Blanchard, Ph.D.
The crisis in higher education is real I Many contend
that the problems of colleges and universities are all finan-
cial. While one cannot deny the reality of the current
financial strain, the problems run much deeper. The financial
difficulties are only a symptom. At the heart of the issue
is the fact that many of these institutions are seriously
mismanaged.
During the past few decades, higher education has
become one of the nation's largest and most influential
institutions. During this period of growth and increasing
complexity, the approaches to leadership and management which
had served education well for years became ineffective. How-
ever, conditions were such that poor management practices
were often overlooked. Today, this is no longer true.
Inef
fective management stands out clearly against the current
backdrop of stabilizing enrollments, faculty collective
bar-
gaining, sharply rising costs, shrinking endowments,
and
deteriorating public confidence.
VI
1
In no other place is the problem of higher education
management more clearly manifest than in the area of organi-
zational planning. Although they profess concern for the
future, most colleges and universities have failed to clearly
articulate their goals and to develop specific plans to
achieve their aspirations. Not only are goal systems con-
spicuous by their absence, there is no convincing evidence
that leadership is being provided to overcome this deficiency.
Leadership and Strategic Planning in Higher Education
addresses this problem. After briefly reviewing some of the
key issues influencing planning and management in higher edu-
cation, the author presents concepts specifically selected to
assist educational leaders develop and implement institu-
tional plans. The concept of strategic planning is discussed
in detail, and one particular approach, GOST, is introduced.
GOST stands for Goals, Objectives, Strategies, and Tactics.
It is a planning, review, and control system designed to help
an organization define and achieve its desired long-range
future
.
As with any management concept, strategic planning
requires more than mere understanding in ordei for it to be
effective. To be of true benefit, the concept must be put
into practice, and that means working through people. For
that reason, the author examines another aspect of university
management that is critical to any successful strategic plan-
ning effort-
-
leadership .
VI 1 1
Important leadership research is traced, leading to
contemporary theory which stresses that leadership is a func-
tion of the leader, the follower(s), and the situation. One
conceptual framework which emphasizes this relationship,
called Situational Leadership Theory, is described in detail.
Situational Leadership Theory postulates that effective
leader behavior, or style, is a function of the task-relevant
maturity of follower(s). Task- relevant maturity is defined
as the synthesis of a follower's willingness and ability to
accept responsibility, achievement motivation, and education
and/or experience. Individuals or groups are not mature or
immature in a total sense. Instead, maturity is task speci-
fic and may vary from situation to situation.
Leadership style consists of various combinations of
task and relationship behaviors. Task behavior is directed
toward the accomplishment of a specific goal or objective.
Relationship behavior, on the other hand, is designed to pro-
vide socio- emot ional support for followers. Situational
Leadership Theory offers a diagnostic framework within which
to evaluate follower task- relevant maturity and then deter-
mine the most appropriate leadership style.
GOST and Situational Leadership Theory are first dis-
cussed as separate concepts. They are then integrated into
a ten step strategic planning process for educational insti-
tutions. In each step, relevant theories of leadership and
management are presented. Leadership and Strategic Planning
in Higher Education offers practical conceptual frameworks
ix
designed to improve the management effectiveness of educa-
tional leaders.
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CHAPTER I
INTRODUCTION
Higher education planning has a vast frame of
reference. It is no field of effort for the
faint-hearted, the traditionalist, the oppor-
tunist. Higher education planning calls for
dedicated effort, an innovative spirit, and
optimism. Higher education planning is cen-
tral to the further advancement of higher
education activity.
--John D. Millett^-
Background
The Crisis in Higher Education :
A Case of Mismanagement
There is no question, the crisis in higher education is
real
!
In case you need to be convinced, ask the faculty member
whose take home pay is effectively twenty- five percent less than
it was three years ago due to the combined impact of spiraling
inflation and no salary increases. Or, ask the student who was
just graduated expecting to choose from many lucrative and chal-
lenging positions only to find that reality is nine to five as a
clerk in the local department store. Or, ask the financial of-
ficer who received notice of a seventeen percent utility rate
increase on the same day the registrar reported an enrollment
drop of five percent below last semester. Or, ask the presidents
of forty- five independent private schools whose doors were pei-
manently closed in the 1972-1973 academic year alone. And
the
list goes on, and on, and on.
Yes, the crisis is real. But, if it is real, ±f
2academe is not simply crying "wolf,” what is the cause? Who
is responsible? What should be done to insure that this does
not happen again? To some the answer seems obviously simple.
MONEY
!
Ask the presidents of many colleges and universities in
America today what their problems are, and you are likely to
get the answer: "Nothing another $150,000,000.00 in endowment
won’t cure!". The sad fact is that many are sincere in the
response. This is not to imply that the financial crisis is
not real and that another healthy addition to the endowment
2fund will not help, for surely it will ... in the short run.
But it will not solve the problem, only treat the symptom.
Treating the symptom will only serve to prolong the agony
and postpone the time when colleges and universities must come
to grips with the root cause of many of the major problems con-
fronting them today- -the absence of strong management and
clearly defined, operationalized goal systems.^
Few studies have focused on these problems in a sys-
tematic or comprehensive way. However, a review of the avail-
able literature reflecting empirical studies, conversations
with people closely associated with higher education, and the
author's own experiences support the notion that many .univer-
sities and colleges are seriously mismanaged. Richman
and
Farmer state it this way:
At the heart of the problem, and even deeper than
the general financial situation, are the goal sy*
terns and priorities of such institutions, m con-
junction with pervasive mismanagement. . . • ine
3whole area of goals and priorities in higher educa-
tion- -what they really are and should be at most
academic inst itut ions
-- has been obscure, inopera-
tive, and unverified.
4
Jack W. Coleman, writing in the January, 1975 edition
of the AACSB Bulletin
,
summarized the situation in a slightly
different manner.
Management in the private sector has
40-50 years, been developing a theme
management which addresses itself to
efficiency, and accountability. Its
progress can be attributed, at least
willingness to invest significant resources in organi-
zational and management research. During the same
period of time, higher education has been unable or
unwilling to make a similar commitment. Possibly
it has been lulled, because
,
over the past
of scientific
effectiveness
,
successful
in part, to its
50 ' s
of the
and 60'
burst
.
tremendous growth
s into thinking
Thus, within
patterns of the 40’s,
that the bubble would never
their institutional autonomies, each has concen-
trated on growth and has not been more than casually
concerned with efficiency, effectiveness, or account-
ability. 5
The Problem
To simply say that universities are mismanaged is not
enough. To be helpful, one must go further, explain more
completely the nature of the problem, and offer ways to assist
heads of our institutions to fulfill their responsibilities
more effectively. And to understand mismanagement, one must
first understand the concept of management.
The Functions of Management
Management is a concept which denotes both a function
and a classification of people who discharge that function.
6
Normally management is conceptualized as consisting
of seveial
4interrelated functions. Managerial functions are usually
divided into the following areas: planning and innovation;
controlling; organizing; staffing; and direction, communica-
tion, leadership, and motivation
.
7
While a case can be made which suggests that improve-
ments are needed in all these areas, two stand out as parti-
cularly important and in need of attention-
- leadership and
planning. The author further believes that a particular ap-
proach to planning is important for educational institutions
today. This approach, called strategic planning, involves the
critical assessment of the institution's strengths and weak-
nesses and the development of unique goals and objectives
which fit the capabilities of the organization and help it
interface more effectively with its environments.
Un i ve r
s
ities as Complex Organizations :
Managing the Unmanageable
Some writers suggest that the nature of university
goals, ambiguities relating to power and authority, financial
constraints, and the kinds of professionals who work for
academic institutions make our universities and colleges un-
manageable. For example, Cohen and March describe the modern
university as "organized anarchy" characterized by ambiguity
of purpose, unclear technology, fluid participation, ambiguity
of power, inability to learn from experience, and ambiguity
of success; in effect incapable of being managed .
8
While many of these characteristics may indeed be
5descriptive of our educational institutions, another more
optimistic conclusion is reflected by Richman and Farmer who
state
:
Many American academic institutions now are
mismanaged but this does not mean that their
management cannot be improved. 9
This conclusion is supported by Coleman who writes:
Do these critical remarks [concerning the lack
of management sophistication] suggest a lack of
hope for improving the institutions of higher
education? Not if academic managers and faculty
face up to the realities of the times and elect’
that good management practices will prevail. 10
A number of writers, especially in the past decade,
have suggested that institutions of higher education turn to
business and government for management practices which might
help improve their effectiveness. While some efforts have
been made in that direction, many have been less than totally
successful. Clark Kerr has offered a possible reason.
There is no reliable model for university
organizations that surpasses the model set by
the best universities themselves. Universities
are clearly a genus apart. 11
Few people who have ever been associated with institu-
tions of higher education would disagree with the statement
that they are complex and are governed in ways that defy tradi-
tional management orthodoxy. However, the author believes that
Dr. Kerr's statement can be challenged on two points. First,
Kerjr suggests that the most successful way to organize any
university is to copy the organizational designs of the best
universities. If one could indeed get a consensus of which
6universities are the "best,” who is to say that an organi-
zational design which is suited for Yale is also the best
for Texas A§M, or that a design that works beautifully for
Stanford will also succeed at the University of Florida? It
is the author’s opinion that the attempt of many colleges and
universities to copy Harvard, Yale, Stanford or Chicago in-
stead of developing their own unique characters is one reason
why almost no university has been exempted from the crisis
higher education is feeling in the 1970 s-
Dr. Kerr’s statement also implies that universities,
being "clearly a genus apart," cannot learn from other insti-
tutions. The author disagrees and suggests that there is much
to be learned from the management successes and failures in
business and government. As Richman and Farmer state:
Both managerial and institutional success are
indeed relative rather than optimum concepts,
and there are vast differences among institutions.
However, this does not mean that many managerial,
organizational, and system concepts, approaches,
methods, practices, and techniques cannot be ef-
fectively applied- - albeit often in modified form--
from business or government to universities and
colleges. On the other hand, not everything can
be applied. What is needed is a contingency
approach that depends on the actual situation,
circumstances, conditions, and problems. It is
clearly not a totally yes or no or black or
white issue--it is a gray one that can be best
determined empirically, by trying, by experi- .
menting, and often by trial and error.
Attempts to adopt management concepts taken from busi-
ness and government without a knowledge of and sensitivity to
the cultural norms, tradition, and history of academe can
result in disastrous outcomes. However, it is clear that the
7management practices of our institutions of higher learning
must be improved. The author believes that there is a great
opportunity to both learn from the other institutions and
contribute to their effectiveness as well. For just as univer-
sities are finding it necessary to pay more attention to effec-
tiveness and efficiency, business organizations are increasingly
being asked to concern themselves with problems of society and
the quality of life. Relatively speaking, universities have
been more effective in dealing with these areas than have other
institutions
.
The University Leader :
A Pivotal Role in Institutional Change
If the premises are valid that colleges and universities
are in a crisis and that two of the primary causes are poor
management and the absence of viable goal systems, two ques-
tions still remain unanswered: (1) "Who should take the
responsibility for solving the problems?" and (2) "How can
the problems be solved?". Just as with the most complex issues,
arriving at answers to these questions is not easy. A more
complete analysis of the issues in question will be developed
later in the dissertation. However, at the risk of appearing
to offer simple solutions to complex problems, the author be-
lieves it is possible to offer a response at this point.
If you asked the question "Who should take the respon-
sibility for solving the problems in higher education?", you
would probably find fingers being pointed in a number of dif-
Some people would suggest the trustees,ferent directions.
8others the faculty, still others the alumni, students, or
the administration. In fact, all these constituents have
a role to play in solving the problems confronting higher
education. But the real question being asked is who must
take the ultimate responsibility for working with and through
these constituents to develop new directions for our insti-
tutions. The author believes that the answer is clear. The
chief executive officer of the enterprise must play this
crucial and pivotal role.
This conclusion is supported in the literature by
Earl Cheat who states: ". . . the initiative for improvement
must come from central administration. Central administra-
tion has drifted into a housekeeping role, but new conditions
have forced administration to an aggressively managerial pos-
ture. Richman and Farmer concur and write:
A key task of management- -especially of the
president -- and perhaps the most important one,
is to define, articulate, operationalize, and
insure the effective implementation of goals
and priorities that are relevant, realistic
and attainable
.
Recognizing the importance of the involvement of faculty,
students, alumni, trustees, and the community within which
the institution resides, they go on to say:
Of course, this should involve adequate parti-
cipation of all the major constituencies, and
it is the job of management and effective
leadership to achieve a workable consensus. ib
One point is so important that it bears repeating. No
one is suggesting that the president has the responsibility
9for making decisions concerning new directions for higher
education without the direct and active involvement of other
constituents. It is, however, the responsibility of the
president to initiate a process by which the goals and pri-
orities of the institution may be established. Then the ap-
propriate implementation strategies must be developed and
carried out to insure the accomplishment of those goals.
Without a doubt, the role described will require
behaviors that are quite different from those typically as-
sociated with college and university presidents today. Some
writers express serious doubts that most presidents are pro-
fessionally equipped to take on these responsibilities.
Others question whether or not university leaders really want
to make the necessary institutional changes which are sug-
gested by such a role. For example, Cohen and March state
that the backgrounds of most university presidents produce
leaders " . . . strongly and conservatively committed to
academic values who, for the most part, do not wish to make
major changes. The conservative character of the presidency
can be modified significantly only by sacrificing a structure
of recruitment, selection, and socialization that is itself
ingrained in the traditions and values of academe ."
16
Another writer, Herbert Simon, recognizes university
presidents as executives, but points out that they are
".
. .
amateurs . . . who rarely have had as much as three semester
hours formal training for administrative work, and only
less
rarely any considerable amount of relevant administrative
10
experience.” 17 Dr. Simon implies that the lack of sophisti-
cation in the management of higher education is of little
wonder under these circumstances, and that major changes
must be made in the management of the institution if a deepen-
ing crisis is to be avoided.
The author agrees with Cohen and March and Simon.
Nevertheless, this does not detract from his conviction that
the president must play the pivotal role in changing our
institutions. Their statements give considerable insight
into the kinds of individuals who have the responsibility of
leading our colleges and universities. Such insight must, of
course, influence the characteristics of the change strategies
used by the institution. In order to be successful, these
strategies must meet the needs of the situation and the capa-
bilities of the persons responsible for implementing the
change
.
Educational Manager:
A New Role for University Leaders
To review, the following premises have been presented
(1) there is a crisis in higher education; (2) the causes
of
the crisis go beyond the current financial crunch and are
rooted in the absenceof effective management and the lack
of
explicit goal systems and priorities; (3) the responsibility
for providing the leadership in establishing goals and
prion
ties rests with the chief executive officers, or
presidents,
of the institutions; and, (4) academic leaders
are typically
11
not trained managers and have usually had little experience
with sophisticated management systems. These premises still
leave the second question unanswered. "How can the problems
(mismanagement and the absence of goal systems) be solved?"
One way to address the probl ems is to seek un i ver s i ty
leaders from among the ranks of business and government as
suggested by Cohen and March
.
18 While this has a certain
appeal, one must remember that this would require the alter-
ation of deeply ingrained academic traditions and values.
Another, perhaps more plausible, solution is to increase the
sophistication of the current institutional leaders. This
presumes, of course, that improving leadership capabilities
is indeed possible. This assumption is one the author per-
sonally accepts and believes can be supported by research
in the field.
If such changes in current leadership are to occur, it
will probably mean that all constituents must also re-examine
the way in which the role of the president is viewed. Tradi-
tionally the president has not been considered an academic
manager . 19 Therefore, one of the first steps must be a recog-
nition that, in fact, there is a desperate need for management
and academic managers, not iust administrators. This means a
role for the president. as a manager which involves planning,
organizing, motivating, controlling, and decision-making.
"Not as a 'follower' administering day-to-day details, but
as
a leader coming to grips with tomorrow and encouraging
and
12
exciting those within the institution to do likewise. "20
Bolton and Genck state it as follows:
Academic managers need to recognize their roles
as stimulators and leaders of innovation, contri-
bution, and relevance in educational programs,
rather than seeing themselves mainly as function-
aries to insure the continued working of an estab-
lished machine. 21
If the presidents of our institutions are to execute
these responsibilities, it is clear that they will need all
the help they can muster. They should expect, and they should
receive, assistance from theoreticians in developing new con-
cepts of academic management; they also should expect, and
should receive, assistance from their constituents in carrying
out their responsibilities.
A Need for Integrated Concepts
If change in higher education is to occur under the
direction of the current leadership, researchers and educators
in fields such as leadership development, strategic planning,
and management must provide theories and conceptual frameworks
designed to assist the executives to function more effectively.
It is not enough to simply point out the problems. Robert Katz
has been helpful in defining the domain within which new con-
cepts and theories are needed, which also seem applicable to
2 2
university leaders: technical , human , and conceptual .
Technical skilly implies an understanding of
and proficiency in a specific kind of acti-
vity, particularly one involving methods,
.
processes, procedures, or techniques _ acquired
from experience, education, or training. eve
oping a budgeting procedure's an example of a
technical skill that an administrator or leader
might use.
13
Human skill is ability and judgment in working
^TtK~ and through people to accomplish goals.
It includes an understanding of motivation and
an application of effective leadership as well
as ability to work effectively as a group mem-
ber and to build cooperative effort within the
team with which one is working. It is the way
the individual perceives and recognizes percep-
tions of his/her superiors, equals, and sub-
ordinates, and the way these perceptions
influence subsequent behavior. Whereas technical
skill deals with things
,
human skill deals with
people . Understanding and motivating individuals
and groups is an important skill for leaders.
Conceptual skill involves the ability to under-
stand the complexities of the overall organiza-
tion and where one's own operation fits into
the organization. It includes recognizing how
the various functions of the organization depend
upon one another, and how a change in any one
part affects all the others. This knowledge
permits one to act according to the objectives
of the total organization rather than only on
the basis of the goals and needs of one's own
immediate group. This also involves an under-
standing of the managerial functions of planning,
organizing and controlling as well as an aware-
ness of the impact value and philosophical ques-
tions have on the social and individual operation
of the institution. Coordinating and integrating
all the activities, interests and values of
various individuals and groups toward a common
objective in an organization as well as visualiz-
ing the relationship of one's organization to the
community, the state, and even to the political,
social and economic forces of the nation as a
whole are challenges to the conceptual skills
of leaders. 23
The author believes that the effective integration of
these three skills is the key to successful leadership in our
institutions. While the literature has a great deal to say
about technical, human, and conceptual skills as separate
domains, it says little to help the university leader
under-
stand how to effectively integrate the three. This
is
14
especially true in the critical area of planning.
The literature treats tliis important responsibility
of the chief executive as a rational technology. It rarely,
if ever, concerns itself with the irrationalities of dealing
with the various constituents who are essential to a success-
ful goal setting and planning effort. This dissertation
focuses on this critical integration problem. In doing so,
the author will attempt to develop new ways to assist the
chief executive officer carry out the responsibility of
charting a new institutional course and directing its progress
through an uncertain future.
The Purpose
There is a growing awareness that the absence of
clearly articulated, operationalized plans in higher educa-
tion is a problem of utmost importance. Authorities agree
that planning is a primary responsibility of executive leader-
ship, and, while most presidents accept this responsibility
in theory, closer examination indicates that little planning
actually goes on. This is especially true with regard to
strategic planning , a relatively new approach to planning in
higher education. As Marvin Peterson points out:
.
when one reviews the management process of
various institutions and the relevant literature,
meaningful strategic planning for many institu-
tions of higher education is conspicuous by its
absence. When there is evidence of such pianmng,
it is usually not tied closely to managerial and
operational control . 24
In their study of university presidents, Cohen
and
15
March found that:
Many schools have fiscal plans of one sort or
another. Some schools have academic plans,
but these are not generally regarded as signi-
ficant in academic decision-making. Plans
tend to become symbols, advertisements, gains,
or simply excuses for interaction of the many
constituencies on campus. None of these mani-
festations is significant to motivate intense
presidential involvement or community-wide
commitment to execute what has been written. ^5
Examination reveals that few universities or colleges
have ever engaged in truly comprehensive and successful
planning efforts. Universities have not been anxious to
critically evaluate their strengths and weaknesses and to
determine a unique niche for themselves in the totality of
higher education. They have not met a major responsibility
to plan strategically for the future.
The reasons for the absence of well defined institu-
tional goals and strategies are numerous and complex. In-
cluded among those most frequently given are: (1) the fact
that colleges and universities are non-profit institutions;
(2) their outputs are hard to define, let alone measure; and
(3) the power in the institution is so diffused that it makes
goal setting impossible. The author believes that another
explanation can be found in the lack of a thorough under-
standing of (1) strategic planning concepts, and (2) the
critical relationship between the leadership of the institution
and a successful planning effort. The literature is virtually
silent when it comes to integrating these two concepts m a
meaningful way. This dissertation is an attempt to overcome
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this shortcoming in the literature.
More specifically, the purpose of this dissertation
is to integrate the concepts of leadership presented in
Situational Leadership Theory
,
26 developed by Paul Hersey and
Kenneth H. Blanchard, with the concepts of strategic planning.
This is not an experimental or research dissertation, but
rather is historical and theoretical in nature. The author
will draw on the empirical work in which he has been involved
over the past eight years. This work has included extensive
involvement in planning activities at Southern Methodist Uni-
versity where the author served both as Acting Dean and
Executive Dean of the School of Business Administration.
The dissertation looks first at leadership and strate-
gic planning in higher education as separate concepts. The
two concepts are then integrated in a planning process to
show the significant relationship that they have to each other.
In integrating the two concepts, the author has attempted to
develop a conceptual framework designed to help increase the
effectiveness of university leaders as they carry out the
responsibility of planning for the future of our institutions.
The Need
In a discussion about decision-making in higher educa-
tion, John D. Mil let t once described planning as ". . .an
indispensable part of decision-making. Planning without action
is fruitless. Action without planning is dangerous." Other
writers have suggested that "the days of unplanned educational
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systems may be numbered.
. .
."28
These statements simply serve to emphasize again the
growing importance of systematic planning in our institutions
of higher learning. The leaders of our institutions have not
met thcii responsibilities in this critical area. Some have
been slow to recognize the need. Others, while seeing the
importance, have lacked the necessary skills to effectively
execute a planning effort. Turning to the literature, academic
leaders have found too little help. Tor while separate theories
relating to planning and educational leadership can be found,
models which integrate the two concepts in a meaningful
manner are conspicuous by their absence.
If one accepts the premise that both leadership and
strategic planning are important to the future of higher edu-
cation, logic suggests an immediate need for conceptual frame-
works that will help the practicing university leader under-
stand and use these concepts more effectively. This disserta-
tion attempts to provide such a framework.
Definition of Terms and Key Concept s
Leadership- - "The process of influencing the activities
of an individual or a group in efforts toward goal achievement
in a given situation. From this definition of leadership, it
follows that the leadership process is a function of the
leader, the follower, and other situational variables- -L-f
(1 , f , s)
. "29
Situational Leadership Theory- -"An applied behavioral
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science theory developed by Paul Hersey and Kenneth H. Blanchard
to help practitioners determine what leadership style is appro-
priate at what time. This theory is an outgrowth of earlier
leadership models that were based on two kinds of behavior cen-
tral to the concept of leadership style: task behavior and
relationship behavior. Situational Leadership Theory is based
upon an interplay between (1) the amount of direction (task
behavior) a leader gives, (2) the amount of socio-emotional
support (relationship behavior) a leader provides, and (3) the
'maturity' level that followers exhibit on a specific task." 30
Task Behavior- -"The extent to which a leader engages
in one-way communication by explaining what each subordinate
is to do as well as when, where and how tasks are to be
accomplished.
"
3 1
Relationship Behavior- - "The extent to which a leader
engages in two-way communication by providing socio-emotional
3 2
support, psychological strokes, and facilitating behaviors."
Maturity- -"The capacity to set high but obtainable
goals, willingness and ability to take responsibility, and
education and/or experience of an individual or a group. These
variables of maturity should be considered only in relation to
a specific task to be performed. That is to say, an individual
or group is not mature or immature in any total sense. People
tend to have varying degrees of maturity depending on the specif
task, function, or objective that a leader is attempting to
accomplish through their efforts."^ 3
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Strategic Planning- - "The continuous process of making
present decisions systematically and with the greatest know-
ledge of their futurity; organizing systematically the efforts
needed to carry out these decisions; and measuring the results
of these decisions against the expectations through organized,
systematic feedback ." 34
GOST--A strategic planning, review, and control system
designed to help an organization achieve its desired long-
range results. GOST stands for Goals, Objectives, Strategies,
and Tactics.
Goals--Broad statements of aspiration for the organi-
zation toward which the enterprise is always headed as a final
purpose
.
Obj ect ives - -Broadly defined (but measurable) state-
ments cf expectations and purposes.
Strategies- -Long-range
,
general plans of action aimed
at the achievement of an Obj ect ive (s)
.
Tactics- -Short term action programs in support of a
Strategy (s)
.
Goal Systems- -Systems designed to assist an organiza-
tion define and articulate what outcomes, outputs, or results
it is attempting to achieve and to determine if these out-
comes are actually being obtained.
System- -"A complex unit formed of many often diverse
parts subject to a common plan or serving a common purpose ."-53
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The Significance
The recognition of the need for improved management of
higher education is growing. This need places a responsibility
on researchers and educators to develop new ways to help
university leaders improve their effectiveness. It will not
be sufficient to develop theories and concepts which deal with
the separate functions of educational management. Efforts must
be made to help the academic manager develop ways to integrate
these concepts into a more complete and comprehensive manage-
ment model. This dissertation is intended to be a step in
that direction.
The significance of a conceptual framework which inte-
grates Situational Leadership Theory and strategic planning
will ultimately be in its value to the practitioner. The
dissertation does not introduce new theories (although this
will be the first time that the strategic planning model GOST
has been presented formally in the literature). It is in-
tended to provide the practitioner with an operational frame
work within which to better understand the critical relation-
ships between these two fundamental concepts. The integrated
conceptual framework may have some intrinsic value and will
certainly prove useful to the author for both educational and
personal reasons. However, the ultimate value must be
deter-
mined by the extent to which the concepts are useful in
im-
proving the management of our educational institutions.
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Limitation s
Certain limitations of this dissertation were recog-
nized from the outset. Others emerged during its development.
First of all, this is not an experimental or research dis-
sertation. While both the concepts of Situational Leadership
Theory and GOST seem to have validity, neither has been sub-
jected to rigorous scientific testing in higher education.
Thus, at this stage, these concepts can only serve as useful
frameworks in attempting to better understand how to increase
organizational effectiveness. It may develop that the frame-
works presented in the dissertation will serve as a basis for
more extensive study in leadership and planning; however, one
should not assume that such research has already been accom-
plished.
The second limitation is the author's own perspective.
While attempts were made to present an objective, balanced
perspective throughout this dissertation, there is little
doubt that the comments and conclusions were biased by the
author's experience as a university administrator over the
past eight years. While this experience provided a basis for
"grounding" the dissertation in reality, it also provided the
opportunity for bias. Attempts were made to balance this
perspective with those of other persons knowledgeable in the
fields represented by this work.
Organization of the Dissertation
The dissertation is organized into six chapters. Chap-
ter I includes the background, the problem, the purpose,
the
22
need, definition of key terms and concepts, the significance,
limitations and organization of the dissertation.
Chapter II traces some of the key developments in
higher education which have led to the crisis of the 1970 s.
This chapter is intended to give the reader a greater appre-
ciation of the complexities of modern institutions of higher
education and the consequent difficulties encountered in
attempting to manage them effectively.
Chapter III is concerned with significant research in
the field of leadership theory. A detailed description of
Situational Leadership Theory is presented.
Chapter IV concentrates on planning in higher educa-
tion. Attention is given to strategic planning as a tech-
nology. The strategic planning model- -GOST- - is described
in detail.
Chapter V focuses on the development of a planning
process that integrates the concepts of leadership and
strategic planning.
Chapter VI consists of conclusions and recommenda-
tions .
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CHAPTER II
DEVELOPMENTS AFFECTING THE MANAGEMENT OF HIGHER EDUCATION-A CHANGING INSTITUTION IN A CHANGING SOCIETY
In tomorrow's world--the world where you will
spending most of your individual, social, andfessional lives--the only thing you can count
as certain is . . . CHANGE.
be
pro-
on
Rapid, continuous, radical, and revolutionary
change. A world where knowledge is quickly
perishable, where unlearning is as important as
earning, where proaction is more important than
reaction, and where an undying principle can makeyou an intellectual pauper.
--C. Jackson Grayson, Jr . 4
I ntroduction
Changes in society and in the economy, especially since
World War II, have been profound . 2 Higher education has both
influenced and reflected those changes. It has been both the
beneficiary and the victim. In fact, there are times when
higher education seems to be experiencing its own form of
"Future Shock.
Higher education has grown greatly in size and impor-
tance during the past thirty years. Now, more than ever,
decisions concerning its future are of major consequence to
our entire nation. Costing billions of dollars to operate and
involving millions of students, faculty and staff, higher edu-
cation touches the lives of countless citizens. Its future,
therefore, should be of major interest to all Americans . 4
As an institution, higher education has for decades held
a very special place in the hearts and minds of most people.
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And like most institutions it received too much praise when
things were going right and too much scorn when things went
wrong. In the late 1950s and early 1960s we marvelled at its
accomplishments. Money and moral support abounded. However,
the turbulence of the early 1970s was reflected in our insti-
tutions. Many, uncomfortable with much of the change in the
world as a whole, saw these problems vividly expressed in
colleges and universities. Support, both financial and per-
sonal, dwindled.
Higher education is an institution upon which society
placed the responsibility of solving problems which defied
imagination, only to sit in disbelief when no instant solutions
were forthcoming. And it is an institution whose lack of clear
purpose and strong leadership resulted in hopeless attempts to
be all things to all people, only to find that something for
everybody i_s not enough.^
Many of the changes which resulted in the current state
of affairs in higher education were predictable. Many others
were not. Some of the changes occurred outside the formal
boundaries of the institutions. Others may be traced directly
to internal operations. The national emphasis on higher edu-
cation, national technological progress over the past three
decades, sociological changes and population shifts are examples
of developments which have imposed their requirements on the
higher education system in the United States.^1 Concurrent
with these developments, internal changes in organizational
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design and governance, faculty collective bargaining, student
attitudes, and the emerging problem of maintaining momentum
without growth have added to the tensions.
It would be naive to assume that contemporary society
and its institutions will not undergo many more significant
changes during the decades ahead. Such changes will occur,
and they will have an important bearing on the level and struc-
ture of support available for local, state and national educa-
tional interest . ' It is impossible, of course, to predict
exactly what those changes will be. It is essential, however,
that leaders in our institutions begin preparation to deal
creatively with each change as it occurs. Such preparation can
be facilitated if leaders understand the important developments
in higher education over the past three decades and their rela-
tionships to future trends. Accordingly, several of these
developments are the subject of this chapter.
The objective of this discussion is to use the experi-
ences of the past as a springboard for improvements in the future,
not as a justification for maintaining the status quo. Drucker,
commenting on the value of reflection in another context, once
wrote: "No book will ever make a wise man out of a donkey or
a genius out of an incompetent. ... No discipline can
lengthen a man's arm. But it can lengthen his reach by hoist-
g
ing him on the shoulders of his predecessors."
way the author views this chapter.
That is the
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From Growth Toward Stabilization
Perhaps the single most conspicuous characteristic of
higher education in the United States is its size. 0 It has
experienced almost continuous growth with enrollment doubling
every fifteen years from 1870 to the 1950s. From barely four
percent of the eighteen to twenty-four year-old population at
the oeginning of this century, enrollment has increased to more
than fifty percent today. 10 In 1968, an historical high of
sixty-three percent of all male high school graduates enrolled
in institutions of higher education. 11
Stimulated by legislation providing every G.I. the
opportunity to seek a college degree, institutions grew rapidly
after the watershed years of World War II. Following the
launching of the Russian Sputnik space capsule in 1957, growth
was further stimulated by a new national interest in higher
education. As congressional interest peaked, the federal
government's support for higher education quadrupled in the
decade from 1960 to 1970.
^
The growth in spending for research and development,
especially in aerospace and defense, created tremendous demands
for people with college or advanced degrees. Employment in
industries requiring relatively large numbers of college
graduates went up twice as fast from 1960 to 1969 as employment
in other industries. 1 ^ The demographics were also right to
meet the new demand for college graduates. As Guzzardi points
out, "The babies of the post-World War II boom were just coming
of college age. In twenty years the number of college graduates
30
doubled, and the number of college students tripled. "15
In responding to this demand for college graduates,
higher education became a huge business itself. By 1970 it
was employing more people than the steel or the automobile
industries. It requires roughly the services of one million
people as trustees, administrators, teachers, and service and
custodial personnel. They are at some 2,600 institutions en-
rolling more than nine million students and annually spending
billions oi dollars. The sheer size of the enterprise make
it a challenge for those responsible for its continuing develop-
ment .
During the 1960s and early 1970s, new programs were
added as fast as new students. “ Management of the institu-
tions consisted mostly of adding on, with little attention
given to whether or not new activities really supported the
overall strategy of the institution. Most institutions, in
fact, gave little thought to choosing an overall strategy
other than providing space for the swelling enrollments that
occurred every semester. Growth was the order of the day.
And while the proof was never positive, the sequence
seemed so obvious to most Americans that it hardly needed test-
ing. Go to college and then get a good job. The country's
convictions about the rewards of higher education nevei ap-
peared better substantiated than during the golden years of
the 1950s and 1960s, when a good education and a good job
seemed to fit together like hand and glove. For twenty yea is
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college graduates in growing numbers poured out of our insti-
tutions, usually to enter a welcoming world of work where they
fitted neatly into well-paying jobs with promising futures.
Ihe hardest decision for the new graduate was which of many
opportunities to accept. Now this gratifying correlation be-
tween the rate at which college graduates are produced and the
capacity of the economy to absorb them is no longer indisput-
able. The golden age was grand, but the bubble has burst!
Large numbers of college graduates are now seeking jobs
that the market no longer offers, and the material value of
their degrees has come down commensurately . For the new degree
holder, the transition from education to work, once negotiated
so easily, has become a difficult passage indeed. As the
prospect of obtaining a substantial monetary reward for going
to college has declined, the proportion of high school graduates
choosing to go to college has also decreased. Great numbers of
them have chosen instead to go directly into full-time jobs or
into vocational education programs instead of expending large
(and growing) sums of money for a college degree.
Walter Guzzardi, Jr., writing in Fortune magazine com-
ments on this subject:
This response to the change in circumstances
is exactly the one that economists of the
"human capital!’ school would have predicted.
That school minimizes the "consumption values"
of college: the acquisition of learning, the
broadening of attitudes and interests. In-
stead, it postulates that people go because they
get a better return on their invested capital
than thev would if they made alternative invest-
ments. the trend in the last couple of years
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appears to bear out this utilitarian theory.
Ic also raises the troubling prospect that
for the first time in our history the nextgeneration may be less well educated than
the preceding one. 17
1 he coupling of post-World War II demographics and
a shifting national interest toward higher education resulted
in unprecedented growth from 1945-1970. Ironically, new demo-
graphics and new national interests are now combining to
stabilize and reduce enrollments on our campuses. Survey
figures show that total enrollment of students from the tradi-
tional college age group (18-24) will probably continue to
increase during the 1970s, but at a rate much reduced from
that of the 1960s. Throughout the 1980s, enrollment of such
students is likely to decline.
Figures from the United States Office of Education
indicate that total enrollment in the collegiate sector (de-
gree and non-degree students) will continue to grow throughout
this decade but at about one-third the rate experienced in the
1960s. In absolute numbers, the projections show an average
annual growth of 194,000 students in the 1970s, compared with
1 8
an average annual growth of 450,000 students in the 1960s.
While this is still a substantial increase, it represents a
significant slowing of growth in the collegiate sector.
Another source of data, the Carnegie Commission, pro-
jects a sharp slowdown in enrollment growth through 1980, fol-
lowed by an absolute decline in enrollment for the decade of
1980 to 1990. A similar trend is indicated by the Bureau of
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the Census. A summary of these projections appears in Table
2.1. The most recent statistical information from the Office
of Education is given in Appendix A.
These figures are not absolute predictors of the size
of expected enrollments. Other factors may work to offset
some of the losses cited. For example, it is clear that socio-
logical and economic changes will influence the size and mix
of student bodies in the future. However, it seems unlikely
that the absolute size or the rate of growth experienced in
higher education after World War II will happen again. The
implications for the management of educational institutions
are clear. Leadership must be provided to insure that sta-
bility does not also mean stagnation.
Student Mix
During the twentieth century, higher education has
moved through three distinct phases. In the Elitist Phase,
^
which included the period from the turn of the century until
about 1930, colleges and universities served small, self-
selected, relatively affluent populations intent upon becoming
the professional elite--the teachers, preachers, lawyers, and
doctors. It served about one in ten people in the eighteen
to twenty- four year old age group. Few of that ten percent
were from anything but the upper one-third of the population in
terms of family income. It was essentially a conservative
system in that, for the most part, it preserved and confirmed
the student's status in society.
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TABLE 2.1
ENROLLMENT PROJECTIONS FOR THE COLLEGIATE
SECTOR, DEGREE AND NONDEGREE CREDIT
FALL 1970 TO 1990 (INDIVIDUALS)
Year Office of
Education'*'
Carnegie
2Commission
Census
Series E-Z^
1970 8, 581 ,000 a 8,499,000 -
1974 10 , 223 , 000b - -
1975 9 , 802 , 000 a - 9,147,000
1980 10,517, 000 a 11,446,000 10,284,000
1984 11 ,610,000b - -
1985 - - 10,207,000
1990 - 10,555,000 10,397,000
Sources
:
^U.S. Office of Education, National Center for
Educational Statistics, 1973(a), 1976(b).
2 Carnegie Commission Projection II, Priorities for
Action : Final Report of the Carnegie Commission
,
1973.
3
U.S. Bureau of the Census, "Population Estimates
and Projections: Projections of School and College
Enrollment, 1971-2000," (January, 1972)
,
Mid-Range
Estimate
.
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Toward the 1930s the second phase began to emerge.
Frank Newman refers to this era as the Meritocratic Phase. 20
In the late 1940s and early 1950s support developed for the
idea that the bright but poor should attend college. Concur-
rently, families of lesser means began to see a college degree
as a social stepladder for their children. 21 It was during
this period that institutions of higher education swelled in
size. Growth was aided by the changing public attitude about
who should have access to colleges and universities and by the
financial boost of the G.I. Bill. 22
Overlapping the Meritocratic Phase was the third phase
which emerged in the early post war era and has continued into
the 1970s. The undercurrents of what Newman calls the Egali-
2 3tarian Phase" had been present earlier in other parts of our
society, left over from the drive in this country for universal
elementary and secondary education. Now, the goal became uni-
versal higher education. The transition from educating the
brightest to educating everyone drastically changed the size
and character of higher education. Today, for example, in
California a little over seventy percent of the relevant age
group enters college, and the total enrollment figures have
reached almost 1.3 million."^
An important part of this change, especially since the
civil rights legislation of the 1960s, has been participation
by an increasing number of students from ethnic and racial
minority groups. The enrollment of minority students has been
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stimulated by an increasing number of high school graduates.
Simultaneously, state and federal aid intended to reduce finan-
cial and other barriers to education beyond high school and a
changing social conscience have added encouragement for minority
students. The result has been a sharp increase in the per-
centage of minorities entering colleges and universities since
1960. According to one study, non-white students comprised
approximately 5.7 percent of the enrollment in collegiate
institutions in 1965. The number had risen to 8.6 percent by
1971.25 While this represents slightly over a fifty percent
increase, nearly all racial and ethnic minority groups remain
under-represented in our colleges and universities. However,
there is evidence to suggest that this number will continue to
rise in the future.
The change in the mix of the student body carried with
it both opportunity and tension. Many schools found it neces-
sary to revise student recruiting and admission policies,
initiate remedial programs designed to compensate for inade-
quate high school preparation, and try to react responsibly
to the ’’demands’' to establish new areas of study intended to
focus on the heritage and culture of the new clientele. One
may debate whether these changes were "good," "bad," or "long
overdue.” That debate is endless. Regardless of the conclu-
sion, there is no debate that the new student body mix has
had and will continue to have implications for institutional
planning and management.
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Another development which began to influence the
student mix in the late 1960s and early 1970s was the chang-
ing role of women in our society. 26 Stimulated by the Women's
Liberation Movement, women began to seek and gain equal rights
in segments of society which for centuries had been off
limits. These new opportunities gave rise to increased
interest in advanced studies, especially in the professional
areas of law, business, engineering, and medicine. And just
as with the ethnic and racial minority movement a few years
before, institutions found themselves changing recruiting and
admission policies, initiating women's study programs, and
trying in other ways to deal effectively wr ith the new
students
.
Unfortunately, many schools tried to deal with emerging
professional women as a monolith, only to find that they were
no more alike than the men who had populated the professional
classrooms for years. Some insisted on being treated like "one
of the boys" and given no special treatment. Others felt that
they had particular needs and led the movement to establish
special programs for women only. All too slowly educators
are realizing that these women are individuals with unique
Q
abilities and needs. They must be dealt with as individuals
if they are to develop to their full potential.
In addition to the factors affecting the student mix
mentioned above, a third is gaining in importance- -the age and
experience of students. While figures are incomplete, there
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seems to be a definite trend toward older and more experienced
students entering colleges and universities. Several factors
could account for this change. The facts that the average age
of the population generally is rising and the shortening of
the average work week may, in part, account for more older
persons seeking admission to post-secondary institutions. The
economy during the early 1970s placed many people out of jobs
and provided them with a logical reason (and an opportunity) to
return to school for professional updating. In addition,
recent studies by prestigious groups such as the Carnegie Com-
mission have emphasized the need for new patterns of lifelong
learning and have legitimized alternatives to traditional work-
stud)- patterns. It seems that this trend is likely to continue.
In summary, the demographic profiles of institutions
of higher education are changing to more closely reflect the
profile of the general population in this country. 27 For some
the change is too slow; for others it is too fast. The rate
of change can be debated but the direction is clear. The ten-
sions and the opportunities that are created by the shift to
a more representative student body are great and present pro-
found challenges to the planners and managers of educational
institutions. Dealing with these challenges in a creative
and constructive manner is a task of major importance.
Enrollment Shifts
Another factor related to enrollment has become increas-
ingly important during the past decade--the shifting of student
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interest from one discipline to another. Generally, insti-
tutions have been unable to make concomitant shifts in teach-
ing and support services to meet these changes. This has
resulted in over-crowding on one hand as students moved toward
the professional schools such as business and law, and under-
utilized facilities and faculty on the other hand as enroll-
ments dropped in departments such as physics, economics,
humanities and the arts. To date, the absence of systematic
planning and coordination has left most schools in the awkward
position of always react ing to these shifts in student
interests in ways which result in a constant imbalance between
supply and demand.
Enrollment shifts have not been restricted to those
which occur between disciplines within the same institution.
In the past ten years there has been a tremendous rise in the
number and the quality of public two-year colleges. Evi-
dence shows that this trend is likely to continue and that
these new institutions will grow more rapidly than any other
segment of the degree- grant ing component of higher education
for the foreseeable future. (See Appendix A.)
The two-year college is, of course, not new at all.
But it was not until the 1960s that major metropolitan areas
began to see the potential of this concept and new networks of
community colleges started to appear in every major city in the
country. The acceptance of this form of post - secondary educa-
tion as an alternative to the four-year college or university
(as well as an alternative way to spend the first two years of
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a four-year experience) has been little short of phenomenal.
The inter- institutional shift in enrollment has not
all taken place between institutions in the traditional col-
legiate sector of higher education. While the figures are
inconclusive, there appears to be an upward trend in the en-
rollments of other institutions such as vocational training
schools, business commercial schools, technical schools and
correspondence schools. The trend is currently being influenced
heavily by the number of military veterans studying under the
G.I. Bill. In fact, twenty-four percent of all eligible
veterans chose to enroll in such institutions in 1972, while
approximately fifteen percent of all students chose this form
of study. This suggests that as the number of eligible
veterans declines, enrollment drops could also occur. This
will, among other things, depend upon the recruiting and
financial aid strategies developed by these institutions.
The increase in interest in developing skills without
the necessity of obtaining a general education as well may be
most pronounced in students who would otherwise attend two-
year collegiate institutions or not attend any post- secondary
institution at all. Nevertheless, the influence of this emerg-
ing sector of higher education must be considered significant
for all educational institutions as they plan for the years ahead.
Technological Progress
From the industrial revolution of the eighteenth century
to the space age technology of 1976 is only a blink of the eye
in the context of man’s total existence. However, in that
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period of time the United States has grown from a young
agricultural country into the leading industrial power
of the world. Accelerated by scientific and technological
achievements, the nation’s industrial output has grown at an
exponential rate.
This progress in science and technology has had a
profound affect on higher education. Academic disciplines of
broad scope and wide application have been divided and sub-
divided into literally hundreds of specialized fields of
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study. This trend toward specialization has strongly in-
fluenced every aspect of higher education from curriculum to
the organization of the enterprise. It has created tensions
as institutions tried to accommodate changes by continuing
down traditional pathways even as new forces and factors
demanded different directions.
The importance of the relationship between industry,
government and higher education and the advancements in
science and technology is a matter of rocord. It began to gain
momentum during World War II, but it took the launching of the
Russian Sputnik in 1957 to catapult higher education into a
*7 1
priority position in the national interest. 0 This new
national interest resulted in billions of federal dollars being
pumped into colleges and universities all across the country.
The federal government's support for higher education quad-
rupled in the decade from 1960 to 1970. Most, although not
all, of this money took the form of research grants and contracts,
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first in the hard sciences and finally in the so-called soft
sciences like psychology and sociology.
As research expanded, new demands were placed on the
organization. Specialized libraries, laboratories, and new
physical plants resulted in increased organizational com-
plexity. Lured by the financial incentives provided by
funded research, universities began to make larger and larger
commitments to outside agencies. Research, which had histori-
cally been considered a corollary of teaching, became, in the
large universities, the most important activity and the main
source of finance, Perkins writes:
This relatively simply organization, devoted
primarily to teaching, became more complicated
as the university assumed a new mission of
research. Prior to the nineteenth century the
primary rationale for scholarship or research
was its impact on teaching. Gradually, how-
ever, scholarly attention turned from the
transmission of truths to a search for new
knowledge, so that by the end of the nine-
teenth century it had become clear that re-
search was an end in itself. By the late
twentieth century, teaching and research have
emerged as separate missions with distinctive
styles and different and often contradictory
organizational requirements . 34
In the opinion of some, the heavy research support pro-
duced an overdevelopment of graduate activities at the expense
of undergraduate teaching. 35 Without question it produced a
different view of undergraduate and graduate instruction, and
higher education found itself, of necessity, supporting two
different kinds of faculties. One was the scholar- teacher
,
interested in the development of the scholarly men and women
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of the next generation. The other was the scholar-researcher
who generally viewed teaching as a means of supporting re-
search.
These differences in faculty orientation added new
complexities to the institution as the faculty members became
divided between local and cosmopolitan interests.^ For the
research- scholar ’ s professional evaluation is not dependent
on the judgment of his institutional peers, but rather on that
of other research- scholar s in the same field working all around
the world. This has made the coordination of faculty efforts
within the institution unbelievably difficult.
The inflation of outside research support coupled with
the mismanagement of internal resources led many institutions
to extend themselves beyond their ability to recover, once
the levels of funding began to decrease. Thus, not only did
the ascendence of the research faculty result in conflicting
missions on the campus, the support strategy adopted by most
institutions led to physical expansion and operating budget
inflation that will require years to overcome. Currently, as
the level of federal support drops almost as fast as it rose,
the question of developing ways to sustain programs is absorb-
ing an enormous amount of the time of administrators and
faculty. Failure to sustain these programs is causing
severe
tension as educational institutions attempt to deal
creatively
with space, faculty and equipment idled for the lack
of operat
ing funds and demand for services.
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Certainly, not all the results of funded research are
negative. Managed well, it can provide faculty and student
support beyond levels that would have otherwise been possible.
Clearly, the mission of research is not bad. It is, rather,
a complex factor which has contributed to the current problems
fiscal and organizational, educational institutions are facing
Public Service
To the functions of teaching and research has been
added the mission of public service. The service function
appeared first in agricultural programs of land grant insti-
xn
tutions. However, by the late twentieth century, pressures
mounted for universities to respond to almost every complex
social, economic, and political problem of the day. For a
while they were remarkably successful in meeting these chal-
lenges. So much so, in fact, that the university began to
emerge as one of the pivotal institutions in society. Many
people thought that there were no problems that could not be
solved by the collective energies of the' resources found in
institutions of higher learning.
This belief was so strong that the demands grew in
the 1960s and early 1970s to the point that they exceeded the
ability of the faculties to meet them. A disenchantment then
spread through students, legislators, parents, taxpayers, and
even the educators themselves. This era is being replaced in
the late 1970s by what has been termed a "new era of realism”
characterized by serious efforts to carefully analyze piesent
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and future demands and respond with practical solutions.'^®
This return to reality will not, however, mean that
universities will be allowed to return to the serene, remote
life that they once enjoyed. Knowledge from our institutions
still remains one of the key ingredients in solving the press-
ing national and international problems. Therefore, it is
inevitable that society will continue to turn to institutions
of higher learning for help in dealing with these problems.
As the National Commission on the Financing of Post - secondary
Education pointed out in its 1973 report:
Crime, poverty, congestion, and the energy
crisis, foreign policy problems, environ-
mental destruction, and inequality of oppor-
tunity, together with new problems not now
perceived are certain to pose serious chal-
lenges during the next twenty years. Institu-
tions of post secondary education will be
called upon to provide graduates trained to
deal with these matters, to undertake research
that will expand our basic knowledge in critical
areas, and, in cooperation with other institu-
tions, to see that the new knowledge is
effectively applied. 39
The public service role seems to have become a role
which pos tsecondary education must play. It is a role which
can contribute materially to the. entire educational experience
for student and faculty alike. If integrated into the educa-
tional programs of the institution, public service can offer
dimensions of reality to the learning experiences for students
and fertile research opportunities for faculty. It is not
achieved without risks, however, for rendering public service
implies the right of the recipient to judge the effectiveness
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of that service. 40 This runs counter to the tradition that
the faculty member is normally not subject to outside evalua-
tion. Therefore, the faculty member and thus the institution
is giving up some degree of autonomy by accepting this role.
It appears, however, that the role must be assumed. The
author feels that it is desirable for educational institutions
to assume public service responsibilities with enthusiasm and
in a manner which maximizes the potential benefit for all
concerned. Creative handling of this responsibility will
require the combined efforts of the entire university community
and the enlightened leadership of its key administrators.
The Age of Majority
Perhaps in no other equivalent time period has there
been a more dramatic change in the role of college students
than in the 1960s. Beginning with petitions requesting "later
hours" for coeds and ending with organized efforts to secure
an equal voice in all university decisions, the student move-
ment gained momentum and guaranteed that life on the campus
would never again be the same. And as most will remember, the
changes that occurred were not without trauma.
The movement that started out as innocently as a 1950
panty-raid reached a climax in the tragedy of Kent State. When
it was over much debris lay in its wake. Battles had been
fought; victories had been claimed; the scars were deep. 44 And
when it was all over, it was clear that the student voice in
the university would never again be muted. I he age of majority
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for students had arrived, and its impact on the future of
higher education would be of great significance.
The moral victory for students’ rights was followed
by legal victories in the form of the 26th Amendment to the
Constitution and state actions which reduced the age of majority
from twenty-one to eighteen. The full implications of these
legal changes have not been fully realized, but two examples
will serve to illustrate some of the ways the decisions are
affecting higher education. The first relates to tuition dif-
ferences for resident and non-resident students in public insti-
tutions. The second involves financial aid for students. 42
For years it has been argued (mostly by out-of-state
students) that it is unlawful to discriminate between in-state
and out-of-state students in charging tuition. Up to this
point the courts have ruled in favor of the institution, and
the practice of charging higher tuition for non-resident stu-
dents has continued. However, recently the courts have reduced
the maximum residence requirement for voting to thirty days.
This, coupled with the facts that voter registration has been a
key factor in determining residency, and the lowering of the age
of majority, will mean that it may be possible for eighteen
year-olds to establish residency in a state within one month.
If this decision is upheld in the courts, the impact on state
institut ions
,
especially those that rely on large out-of-state
enrollments, could be tremendous. One estimate suggests that
the potential loss for all states will be $200 million in
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out-of-state tuition revenue
.
The second example involves student financial aid.
Much of the financial aid currently awarded throughout the
country (federal, state, and private) is allocated on the basis
of financial need. The determination of financial need in-
cludes the resources of the student's parents. In effect,
students are treated as dependents of their parents. If, how-
ever, students are classified as adults at age eighteen instead
of twenty-one, it may no longer be possible to consider parental
income in determining financial need. The consequence may very
well be a significant increase in the number of students who
qualify for financial aid under the present criteria.
It is not yet clear exactly how students will choose
to use their new freedom. There is evidence, however, that
they are determined to have their views considered as colleges
and universities go about the business of planning for the
future. It seems accurate to say that the voice of the student
body was seldom heard on matters of substance prior to the late
1960s and early 1970s. This lack of attention to the cries of
the client, the student consumer, resulted in a revolution
and a pendulum swing which led to their inclusion in almost
every decision from dormitory hours to tenure. Now, a backlash
from the move toward idealistic democracy is beginning to gain
momentum. Faculty, administrators and students are all trying
to sort out exactly what role each should play in the decisions
affecting their institutions.
49
Tt is too early to say exactly how these issues will
be resolved. It is not too early, however, to know that role
of the student, who has reached the age of majority earlier
than ever before in the history of higher education, must be
considered as significant as these decisions are made. To do
less will not only result in the loss of a source of creative
ideas but will, perhaps as never before, have legal and poli-
tical consequences as well.
I nertia Toward the .Status Quo
During the period in which higher education experienced
unprecedented growth, there was a tolerance, if not complete
support and encouragement, for the development of new programs.
In fact, during the 1960s the emphasis on educational reform
and innovation facilitated experimentation in almost every area
of higher education. To many, there seemed to be almost no
room or respect for tradition.
Many of the experiments were well designed and imple-
mented. Their results have contributed significantly to higher
education pedagogy. Unfortunately, many other efforts were
poorly planned and inexpertly executed. Their results were
never documented, and exper imentors set themselves up for the
inevitable backlash once the growth in the system began its
decline. Now the guardians of the status quo who suffered
at the hands of the innovators are erecting new and effective
barriers to new program development. The results will certainly
be felt in the years ahead.
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Part of the slowdown in experimentation is certainly
justified. At one time much educational reform went totally
unchallenged and unevaluated. However, the danger now is that
the pendulum will swing so far in the opposite direction that
legitimate reform will be hard pressed to gain support. In
the decade ahead new programs will have to be supported at
the expense of existing ones and not just added on as was
the case in the sixties and early seventies. Such a constraint
may be desirable in some cases, but it will not encourage ap-
proval of new programs that are highly experimental. There
is leal concern in some circles that education is headed for
a period of programmatic stagnation.
The absence of growth need not result in institutional
stagnation
. To avoid that eventuality, leadership must insist
upon the evaluation of existing programs with the same tenacity
as those demanding justification of new, non- traditional ideas.
New ideas and improved programs can flourish in a time of
stability i^jf we are willing to "slough-off"43 tired and ineffec-
tive ways of operating in order to make room for improvements
so crucial to our continued vitality.
This will, of course, not be easy. It is a task made
even more difficult when the institution does not have a well
understood set of goals and strategies against which to evaluate
the appropriateness of existing and proposed programs. The
challenge, therefore, is to insure that creative ideas are
encouraged, that opportunities for experimentation in new
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program design and delivery are protected, that old and new
programs are subjected to rigorous evaluation, and that only
those programs which contribute to the goals and objectives
of the institution receive sustained support.
This obviously has important implications for the
faculty of the institution. Strong leadership will be required
to encourage and support continuous program development and
evaluation. New programs will also require support for personal
and professional updating and, in some cases, retraining for
faculty and staff. Designing and developing new programs in
a time of stabilizing growth can be an exciting and challeng-
ing experience, if the appropriate organizational climate can
be created to support such an effort. The responsibility for
creating such a climate rests with the management of the
institution
.
Faculty Collective Bargaining
A new movement which began to gain momentum in the late
1960s and early 1970s will surely have major consequences for
the management of higher education in the future. The movement,
to formally organize faculties into collective bargaining units,
is still repugnant to many professional members of the univer-
sity community. However, over 400 institutions of higher educa-
tion have collective bargaining units which represent their
faculties, and the number continues to grow.^ According to
Ladd and Lipset, "faculty trade unions may become for the 1970s
what student activism was for the 1960s. "45 It is also
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interesting to note that student groups have also begun
attempts to organize themselves into collective bargaining
units on several campuses. It is too early to determine how
successful this effort will be, but it should be taken
seriously by university management.
An attempt will not be made here to discuss the pros
and cons of collective bargaining on college campuses. (A
survey by Everett C. Ladd, Jr. and Seymour M. Lipset which
appeared in the February 23,1974 edition of The; Chronicle of
Higher Education
,
provides an excellent summary of faculty
and student views on this subject.)^ It is important to
point out, however, that the tensions currently being created
by this movement are tremendous at some institutions. For
those institutions whose faculties have already organized
into formal bargaining units, the task ahead is clear. Efforts
must be made to accomplish the institutional and individual
missions within the framework of the formal agreement. This
will, however, require considerable creativity on the part
of all university constituents.
Other institutions are just now at a point where col-
lective bargaining is being considered as an alternative to
more traditional faculty-administrator relationships. Here
the task is to explore quickly and carefully the reasons for
these tensions, and to be sure that decisions concerning col-
lective bargaining are informed decisions, made in the best
interest of all concerned. It will not be sufficient for the
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institutional leaders to wait until the situation erodes to
the point that collective bargaining appears to be the only
alternative. Aggressive leadership on the part of both faculty
and administration is required to look beyond the events of
the moment to the basic issues which have led, or are leading,
to this confrontation. Only then can they expect other than
temporary solutions to these very complex problems.
Productivity
The costs of higher education increased by 212 percent
in the ten years from 1964-65 to 1974-75. By 1984-85 it is
projected that these costs will have increased 305 percent
in the twenty years since 1964-65, while student enrollment
will have increased 120 percent for the same period. 47 As
these costs have increased faster than the national rate of
inflation, students, parents, legislators, and taxpayers
have exerted increasing pressure for evidence that the pro-
ducts of higher education are worth the price being paid.
During the period when the national emphasis on higher
education was growing each year, there was less emphasis on
accountability. Higher education, so it seemed, was cheap
at any price. This is no longer true. Now the very essence
of the higher education movement, that had such widespread
support in the fifties, sixties, and early seventies, is being
questioned and challenged. Now, more than ever before, higher
education is having to compete with other priorities for the
national interest. As a result, words like productivity,
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accountability, performance criteria and evaluation are be-
coming more and more common in the language of the profession.
Some of the increases in costs associated with higher
education during the past ten years can be attributed to
much needed adjustments in faculty salaries
.
48 Like other
service industries, higher education is labor intensive.
Approximately eighty-five percent of its operating costs
result from the employment of people. Therefore, when salary
adjustments are made there is usually a very noticeable impact
on the institution’s budget. Unfortunately, some of the cost
increases can also be traced to the profession’s failure to
monitor and improve its own productivity. This failure has
left higher education vulnerable to the criticism that there
has been no definable link between salary increases and
productivity.
The argument is frequently made that there are no oppor-
tunities for improving productivity in higher education. The
argument further suggests that labor saving capital equip-
ment, which accounts for much (although not all) of the
increase in productivity in other industries, has a limited
role in higher education. The fact is that such capital
equipment has played a relatively small role in education,
not because it has no place in the profession, but because
of the reluctance of most faculty members to experiment with
it as a complement to chalk and blackboard.
Fear of displacement, lack of training, laziness,
complacency, lack of technical and management support, as
well as honest doubts are among the reasons why faculty
members have resisted the inclusion of new technology in the
learning experience. It is true that experiments with alter-
native approaches to teaching have appeared in growing
numbers during the past two decades. Computer-aided instruc-
tion, programmed textbooks, self-paced studies, and video
and audio cassettes are but a few of the innovations that
have appeared on the scene. The fact remains that there has
not been widespread acceptance of these alternatives to tradi-
tional student-teacher roles. Today the dominant form of
teaching, especially at the undergraduate level, remains
the lecture, which has been cynically described as the
process by which information is transferred from the notebook
of the professor to the notebook of the student without ever
passing through the minds of either.
If one looks carefully at productivity in higher edu-
cation, it becomes clear that the problem extends beyond the
reluctance of faculty to seek new ways to improve their per-
formance. The problem is even more basic. It involves the
measures used to determine what productivity actually is.
Productivity has typically only been measured in terms
of the number of students "taught” per faculty member. Such
an approach looks only at costs per student and avoids hard
questions such as "What did the student actually learn? . This
has led administrators, legislators, and taxpayers to call for
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more students per faculty member in order to bring the cost
per student down. At the same time faculty members and
students fight for smaller classes in order to maintain the
"quality of education."
Who is right? Under the circumstances it is impossible
to tell. The absence of evaluation criteria makes it diffi-
cult to determine the difference in the quality of a small
seminar and a large lecture. Contrary to popular belief,
studies show that students can learn just as much from a
good, large lecture class as they can from a good, small seminar.
Unfortunately there are too few good lecturers around. And
most faculty seem to get greater satisfaction from close
relationships with small numbers of students than they do
from presenting a formal lecture to one to two hundred
students. This says nothing about what the student might
learn; it speaks only to the faculty member's feelings about
the two alternative modes of instruction. Since educators
have not done a good job of differentiating between the out-
comes (what the student learns) of alternative forms of instruc-
ion, it is extremely difficult to argue the case for one or
the other on grounds other than costs of instruction or
feelings. These are necessary but insufficient measures to
determine true productivity in higher education. Nonetheless,
they are measures which critics inside and outside the insti-
tution will continue to use until presented with valid ways
to evaluate learning as well as teaching. Only then will
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all alternatives have an equal chance of gaining support.
And while the discussion has been limited to teaching,
the problem of productivity measurement prevails throughout
other areas of higher education as well. Research, public
service, and administration all are in need of measures
which accurately reflect the efficiency and effecti veness
of those efforts. The responsibility for developing ways
to measure and improve productivity in higher education must
rest with the leadership of the institution. If this problem
is not given immediate attention, outside forces that control
the purse-strings, and thus in part the destiny of our
institutions, will continue to impose their own productivity
measures. It is already clear that such measures are dis-
tasteful to the institutions themselves.
Financing Post secondary Education
Earlier in this dissertation it was mentioned that money
would probably be mentioned first and most frequently if
institutional leaders were asked to state their most pressing
problem. It was emphasized that the author feels that this
problem is not the most important one facing higher education.
The author did not say, however, that the problem is not real,
for surely it is. Nor did he say that it does not have signi-
ficance, for surely it does. In fact, it will surely occupy
much of the time and energy of educational managers during
the coming decade.
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While it is difficult to pinpoint the exact beginning
of the recent "depression" in higher education, the signs of
its coming have been present for some time. The costs of
higher education rose steadily after 1945 and continued to
increase, even though the growth of income began to decline
in the late 1960s. During this period of rapid growth,
especially in the 1960s when enrollments doubled, incomes
and expenditures tripled, and expenditures for plant develop-
ment quadrupled, the financing of higher education was not
sound. Many of the programs initiated during that period
were not financed on a sustaining basis. ^9
Income from tuition and endowment was not sufficient
to cover the costs of operating the institutions. Each rise
in student enrollment necessitated additional outside income
because tuition was not enough to pay for the costs of
instruction. Supplemental sources such as federal and state
support and annual fund drives were necessary just to meet
current operating expenses. However, as long as the national
interest in higher education remained strong, and more and
more federal dollars were made available, all seemed to go well.
It was, in fact, too good to last. According to Balderston,
University budgets have risen in the past two
decades at a much faster rate than GNP. This
growth is the result of enrollment expansion,
program elaboration, productivity problems,
new responsibilities, and inflation. Univer-
sities have put accelerating pressure on their
sponsors, and now they must face counter pres-
sures- -both for planning and control and for
severe budget ary const raint . Many universities
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are having to stabilize or even retrench intheir activities and budgets after getting
accustomed to the euphoria of growth and a
rising internal standard of living. 50
Beginning in the late 1960s and early 1970s, a general
disenchantment with institutions began to emerge in America.
Much of it was directed toward higher education. The student
revolution and the general perception of what was happening
on campus brought severe criticism from all sectors of society.
New national priorities began to emerge, and the federal
government began to redeploy its resources. In addition,
other forms of support such as state appropriations began to
disappear
.
State support for colleges and universities, prompted
Dy the unprecedented demand for post - secondary education
beginning in the late 1950s and aided by revenue sharing pro-
grams, grew at almost unbe lieveab le rates during the period
from 1962 to 1971. According to one report, state appropria-
tions for the collegiate sector increased by 295 percent
ft
during that period. ^ This represented an increase from eleven
percent to fifteen percent of the total state revenues devoted
to higher education. Post-1971 figures and projections of
future trends suggest, however, that the percentage of state
budgets dedicated to higher education is not likely to increase,
and in fact, may be expected to decline.
Reduction in state support is occurring for many of
the same reasons that federal support is declining. Campus
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disturbances of the late 1960s, the tightening of budgets fol-
lowing the recession of the early seventies, and the press of
other problems emerging as priority items have all reduced
spending for post - secondary education to a relatively low
level of importance in the minds of many state officials.
When funds are appropriated, officials are insisting on taking
a much more active role in the allocation of dollars within
an institution, resulting in a greater and greater loss of
institutional autonomy. This move toward external control
is an issue of grave concern to academe and presents a parti-
cular challenge for its leadership in the years immediately
ahead.
As traditional supplemental income sources began to
dry up, questions were raised about increasing tuition so
that students could support a greater share of the costs of
their education. This has, in fact, occurred throughout
higher education during the past few years. However, many
now fear that tuition and fees are approaching the saturation
point and that further increases may result in institutions
pricing themselves out of the market. Higher tuition presents
a special problem for children of middle -income families. Such
students will not have sufficient personal resources to finance
their education, but they will not qualify for financial aid
under the present criteria.
As we move into the last half of the 1970s, it seems
clear that federal and state support of post-secondary education
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will continue to reflect a changing of national priorities
and will be subject to the changing impact of fiscal and
monetary policies. 53 There is, of course, no way of knowing
exactly what this will mean in absolute dollars for higher
education. It seems, however, with increased demands for
expenditures in areas like defense, agriculture, welfare,
health care, aid to elementary and secondary schools, law
enforcement, and transportation, that it would be unwise to
expect federal support to exceed the current rate of three
percent of the federal budget. ^ It also seems clear that
there will be increasing demands at both state and national
levels for new and better justifications for existing support
levels
.
The important question that emerges from all this is
not: ’’Can the American public afford the costs of higher
education?". Surely it can! The question is: "Is the American
public wil ling to support higher education?". That answer is
no longer clear, especially with the growing number of other
worthwhile projects struggling for priority. Commenting on
this subject in their work on financial management in higher
education, Taylor and Thompson concluded:
The American public might be more willing to
support higher costs and greater investments
in higher education if it were convinced that
the resources are required and would be effec-
tively utilized. There appears to be a credibility
gap between higher education and the public which
can only be overcome by higher education develop-
ing meaningful data, adequately documented, to
justify the need for additional revenues and the
benefits to be derived from such additional
investments . ^5
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Strong, informed leadership will be required to pre-
sent a convincing case for higher education if it is to regain
its rightful place among national priorities.
Governing Boards
Originally conceived as an agent of the university's
founder, e.g., a church, a government, private individuals,
governing boards have assumed many new roles since their incep-
tion. They have become the bridge between the larger com-
munity and the university. They have become the court of last
resort for the resolution of internal conflict. And they have
become an agent representing the many interests of the univer-
sity community to the outside world . 56
For years governing boards went about their business
unchallenged, even as their roles changed. However, in recent
years almost every aspect of their authority has been questioned
by one or more of the constituencies of the university. Board
members have been assailed for the way they are chosen, the
length of time they serve, the nature of their authority, and
the decisions they make. Many of the challenges to the authority
and decisions of the governing boards were no doubt justified.
However, most of the board actions were taken by people acting
honestly and generously in time-consuming roles.
It is interesting to review the lists of names on the
rosters of governing boards of institutions of higher education.
Typically, they include the most respected and successful men
and women in the community. Yet, the institutions that they
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serve have not developed ways to fully utilize those talents.
Tf one looks carefully into the operations of the governing
boards, it would not be surprising to find only twenty-five
to thirty
-five percent of the members engaged in a meaningful
way with the affairs of the institution. This is not to say
that they do not attend semi-annual board meetings, contri-
bute various sums of money to fund drives, and even occasionally
represent the university at official functions. All these
things are useful, and no doubt the university benefits from
such activities. But relative to the potential contributions
that board members could make, this seems modest. Universities
just have not been successful at developing meaningful rela-
tionships with their governing boards
.
57 The result is the
under-utilization of talented people as more time is spent on
ceremony than on substance. The responsibility for correcting
this situation must rest with the chief executive officer.
The author has never met a member of a governing board
who was unwilling to contribute time and. talent when asked to
do so. The fact remains that most governors do not know how
to engage effectively with the university unless they are
directed by members of the institution’s management. Both for
reasons of respect for the management of the enterprise and
lack of a clear understanding of how the institution functions,
members of governing boards tend to hold back and not get in-
volved unless they are specifically asked to do so. Unfor-
tunately, when finally asked, they are too often placed in
64
situations in which they either have no experience or no
interest, and the results are disappointing for all concerned.
Part of the problem can be traced to the recruiting
and selection process used to develop governing boards. Too
often the institution does not have a clear purpose in mind
for inviting individuals to board membership. Even if such
a purpose exists, it is seldom shared with the candidate
governor. Both parties usually have good intentions, but
the failure to share expectations about board membership be-
fore the invitation is actually extended and accepted can
lead to real disappointments during the tenure of the board
member. Too often neither the needs of the institution nor
the governor are ultimately met. This is a problem that is
easy to overcome if institutions will develop specific cri-
teria for board membership and insist that selection be
accomplished with those criteria in mind. The relationship
between the board member and the institution is too important
to do otherwise. Working out an effective relationship with
board members will require considerable effort on the part
of administrators, faculty, and students as well as other
governors. But clearly, the most critical relationship of
all is that between the board member and the president. Both
presidents and boards need to make intensive reciprocal efforts
to create a feeling of community and to facilitate decisions
which are understood and supported by all members of the
This must include the development and support ofinstitution
.
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institutional goals and objectives, and an understanding of the
role of each constituency in accomplishing those purposes.
James A. Perkins, writing for the Carnegie Commission
summarizes it well in the following paragraph:
Overall, the bases for a sound relationshipbetween trustees and the rest of the univer-
sity community are a common understanding of
educational purposes, a common dedication to
those purposes, a deep loyalty to the insti-
tution, a realization of what role is appro-
priate for each constituency, a sensitively
fashioned system of sharing ideas when
decisions are being reached, and above all,
a full commitment to the protection of the
independence of the university and its preser-
vation in the face of impending erosion. The
concept of trusteeship is sound. What remains
to be done is to refine the functions of trustee-
ships until they more nearly match the concept. 58
Clearly, the contributions that governing boards can and
must make in the years ahead far exceed their contributions in
the past. It is also clear that the initiative for clarify-
ing their roles and for developing new and creative ways for
them to interface effectively with the institution rests with
the chief executive officer. The existing board's respon-
sibility is to accept nothing less than clearly articulated
institutional plans which define purposes, missions, and strate-
gies. This can, among other things, make the selection and
development of governors a meaningful task with a clear purpose
in mind.
Summary
In reviewing the history of higher education it becomes
clear that it is at a critical stage in its life cycle. Poli-
tical, social, and economic factors have all combined to bring
66
unprecedented changes to the institution. Generally speaking,
higher education has not prepared itself to meet these changes
m a constructive manner. Now, in the face of everything else,
it stands accused of being poorly managed.
Current conditions indicate that many universities
hjive not been managed in a professional manner. They have
not done a good job of articulating their goals in the past.
They have not been proactive in establishing specific objectives
and carefully managing their resources to insure that those
objectives were attained. They have been content instead to
react to the changing environment, moving from one crisis to
another without any specific plan. This form of crisis manage-
ment will no longer be sufficient if our institutions are to
realize their full potential.
Today’s universities are so complex, facing issues not
even contemplated a decade ago, that attempting to manage them
in the manner used twenty, fifteen, ten, or even five years
ago may lead to their further decline. Only strong, decisive,
informed leadership willing to direct the development of
clearly articulated goals and plans for the future can insure
that higher education will regain its rightful place in the
national priorities.
John Millett realized this in 1968 when he wrote,
We in higher education- - administrators , faculty,
and students -- are going to have to give a great
deal more attention to our management of resources
as a means of demonstrating our effectiveness in
performing the operations we undertake and in
realizing the objectives and program goals we
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are always begging for more money,i e always claiming how much more theycould accomplish if only they had more giftsor more tax funds. We are constantly toldthat there must be something wrong in thiskind ot situation. I agree that there is
something wrong, but I fail to see any ready
means of escape. One approach is to be more
e tic lent m the planning and management of
our resources. 59
In this chapter the author has reviewed a number of key
issues which higher education must face in the months imme-
diately ahead. The decisions related to these issues will
greatly influence the form and substance of higher education
in the years to come. Unless the leaders of our institutions
have a clear sense of the goals and objectives they are
attempting to achieve, there is a real possibility that none
of these decisions will be made so as to be maximally bene-
ficial to those they will ultimately affect. The stakes are
too high to make decisions in that manner.
The concepts presented in the following chapters offer
ways to avoid such disjointed decision-making. The theories
and models of leadership and strategic planning are designed
to assist the leaders of higher education as they deal with
the complexities of our institutions and attempt to manage
change more creatively.
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CHAPTER I I I
SITUATIONAL LEADERSHIP: A CONTINGENCY APPROACH
TO UNIVERSITY MANAGEMENT
In a knowledg
for growth is
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century
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e-based society, where the capital
increasingly to be found in the
rts of individuals, education be-
tical enterprise. Thus it is no
to suggest that the improvement
s management, and the redesign of
elf, may well be the most vital
as we move toward the twenty- first
--Ernest L. Boyer 1
Introduction
For many years researchers and practitioners have tried
to determine the differences between successful and unsuccessful
leaders. Countless theories have been developed and subse-
quently discounted as they sought to find ways to describe
successful leadership and ultimately to identify or develop
potential leaders of the future. No other single topic, ex-
cept for worker motivation, has received as much attention
from organizational behavior writers . 2
Contemporary theory suggests that success as a leader
depends upon the application of an appropriate style which, in
3turn, depends upon the situation in which one is involved.
This conclusion is a derivative of unsuccessful searches to
define the best, way to lead. Researchers have found that
there is apparently no single all-purpose style that is appro-
priate in all cases/ "Successful leaders are those who can
adapt their behavior to meet the demands of their own unique
tt 5environment
.
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The conclusion that successful leadership depends on
the situation is of limited value to practicing educational
leaders who are attempting to improve their effectiveness.
iVhat is needed is a conceptual framework which will both
accommodate the leader's diagnosis of a situation according
to predetermined criteria and help determine which leadership
style will theoretically result in the highest probability of
success in that situation. One such framework has been devel-
oped by Paul Hersey and Kenneth H. Blanchard. Their work
has focused on the development of a conceptual framework, known
as Situational Leadership Theory ,^1 designed to help practicing
leaders make effective day-to-day decisions on how various
situations should be handled. Situational Leadership Theory
is the focus of this chapter.
A brief review of the major studies leading to contem-
porary theory will precede a detailed description of Situational
Leadership Theory. Later, in Chapter V, the author will show
how leaders in higher education could apply leadership theory
in developing strategic plans for their institutions.
I mportant Studies in Leadership: Tracing the
Development of Contemporary Theory
Great Man Theory
Early thinking and research on leadership suggested
that success as a leader depended upon who a person was. Re-
searchers believed that simply studying the characteristics of
the great men of the time would result in a greater understanding
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Of the field of leadership. The Great Man Theory held that
one could become a more effective leader by emulating the
characteristics of those who had already achieved success in
leadership roles.
Tnere is little doubt that personal characteristics
of successful leaders influence the outcomes of their en-
deavors. It is also safe to assume that leader characteristics
which are usually must admired, e.g., integrity, honesty and
creativity, will probably serve today’s educational leaders
well. But simply studying the characteristics of great
leaders out of the situational context will seldom lead to a
better understanding of how to improve one’s own leadership
effect iveness
.
For example, people may agree that men like de Gaulle,
Hitler, Lincoln, Alexander the Great, and Martin Luther King
were all great leaders in their time. It is doubtful, however,
that emulating the characteristics of any one of these men would
always result in the effective leadership of today’s university.
Leadership results from the interaction of the leader and the
followers within the context of a specific situation. ’’Great
man leaders owe, at least, some of their greatness to circum-
7
stances and followers," comments Robert Albanese.
This is not to say that the Great Man Theory is com-
pletely without value. By studying successful leaders, one
may identify new ways of planning, decision-making and organiz-
ing. Time and research have shown, however, that this theory
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produces little in the way of general principles of leadership.
Simply emulating the behavior of successful people seldom
results in effective leadership unless the other variables,
i.e., the characteristics of the followers and the situation,
are also the same. The theory is therefore of limited value
to the educational leader in the rapidly changing environment
which characterizes higher education today.
Leadership Trait Theory
Leadership Trait Theory is based upon the premise that
there are certain personality traits, intellectual abilities
and physical attributes that characterize successful leaders
.
8
The tneory suggests that if people are honest, imaginative,
dynamic, intelligent, loyal, confident, above average height,
etc., there is a high probability that they will be good leaders.
The theory holds that leadership is primarily a function of
these kinds of traits.^
While this remains a popular theory among many prac-
titioners today, research has failed to develop a universal set
of traits believed to be essential to successful leadership.
In fact, most researchers agree with Jennings who concluded
that "Fifty years of study have failed to produce one personality
trait or set of qualities that can be used to discriminate
leaders and non- leaders
.
"^ Or as Litterer says, "studying
leadership by studying the traits of leaders has proven to be
an intellectual dry well.""^
This has not stopped organizations from continuing to
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search for a magic set of traits in their leaders. Many, in
fact, continue to select, reward and promote based on certain
traits rather than on performance. The popular press is also
filled with articles concerning the traits of this or that
successful leader. However, just as with the Great Man Theory,
Trait Theory stops short of considering all the variables that
influence successful leadership. Trait Theory suggests that
the leader should be successful regardless of the situation;
however, research has shown that this is not the case . 12 This
failure to recognize the importance of other variables which
affect the leadership role is the basic weakness of the trait
approach
.
Nonetheless, Trait Theory is not totally useless. New
techniques facilitate the identification of personal character-
istics more quickly and accurately than ever before. It is
also possible to identify leader characteristics which are
appropriate in a given situation and with a given set of fol-
lowers. Doing so makes it possible to do a better job of selec-
ting someone for a leadership role than if random choice is
used. It must be remembered, however, that situations and
followers seldom remain unchanged for a very long period of
time. As these changes occur, the traits needed for effective
leadership will also change.
Leader Behavior Theory
Over time the emphasis in the study of leadership shift
from consideration of great men (who leaders are] and traits
78
(what the leader's characteristics are) to consideration of
what leaders actually do. Social scientists became interested
in studying the behavior, as well as the personal characteris-
tics, of leaders.
Kurt L ewin, Ronald Lippitt, and Robert White . --On^
such study by Lewin, Lippitt and White, conducted in the late
1930s, had considerable influence on leadership research and
led to a great deal of further investigation. 13 The study iden-
tified three types of control exerted by leaders over their
followers. These controls, known as leadership styles, were
identified by Lewin, £t al. as "autocratic," "democratic," and
" laissez-faire .
"
According to the study, leaders who employ an auto-
cratic style spend most of their time telling subordinates how
to accomplish their tasks. They closely control the work of
subordinates and offer little or no opportunity for them to
become involved in decision-making. The democratic leader, on
the other hand, attempts to become one of the group and to work
with subordinates toward their common interests. Stated in a
slightly different way, the autocratic style emphasizes task
concerns while the democratic style is more non-directive and
stresses human relationships.
The third style, laissez-faire, is characterized by a
hands-off attitude. The approach permits subordinates to do
exactly as they please and might best be described as the ab-
sence of formal leadership. It has not been given much additional
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consideration in the literature. The other two styles (one
stressing tasks and the other emphasizing relationships) have
however, received the attention of a number of noted behavioral
scientists. Both concepts have been given support in several
studies in the field of leadership.
—Sis Like rt.
--Studies conducted by Rensis Likert and
his associates at the University of Michigan resulted in leader
behavior classifications similar to those of Lewin, Lippit, and
White. 14 Likert obtained data from thousands of leaders in
business, government, and hospitals relating to their behavioral
styles. He found that the styles could be sorted into convenient
categories referred to as "employee- centered" and "work- centered.
In interviews, employee- centered leaders typically
spent their time talking about the needs, hopes, aspirations,
and problems of their employees. Work-centered leaders, on the
othei hand, talked mostly about deadlines, efficiency, costs,
and production. These two orientations are quite similar to
the democratic and autocratic styles described by Lewin.
Robert Tannenbaum and Warren H. Schmidt .--Another
important study is reported by Robert Tannenbaum and Warren H.
Schmidt in a classic 1958 Harvard Business Review article.^
In the article the authors represent leadership behavior as a con
tinuum, ranging from "boss-centered leadership" in which the
leader maintains a high degree of control, to "subordinate- cen-
tered leadership" characterized by the leader who releases a high
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degree of control to followers in the group. The continuum
of leadership behavior developed by Tannenbaum and Schmidt is
illustrated in Figure 3.1.
The extremes of the continuum are similar to the auto-
cratic and democratic styles identified by Lewin and his asso-
ciates, i.e., boss-centered corresponds to autocratic and
subordinate-centered corresponds to democratic. The importance
of the continuum is that it represents a recognition that leader
behavior is not an either/or phenomenon. It is, instead, a
blend of boss - centered and subordinate - centered behaviors that
values along the continuum between the two extremes.
The Tannenbaum and Schmidt work is also important for
another reason. The authors suggested that no one style is
always best, and that the most appropriate style can only be
determined by looking at factors such as the forces in the
manager (leader), forces in the subordinates, and forces in
the situation. This notion that leadership is not a property
of the individual, but rather a complex relationship among
several variables, has had an enormous impact on research in
the field in the last twenty years.
Ohio State Leadership Studies . --No discussion about
leader behavior, however brief, is complete without reference
to the work of Ralph M. Stogaill, Carroll L. Shartle, and their
associates at the Ohio State University . ^ Initiated over thirty
years ago, their efforts represented some of the most systematic
and rigorous studies aimed at identifying various dimensions of
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leader behavior. Initially they identified the following nine
dimensions of leader behavior: initiation, membership, repre-
sentation, integration, organization, domination, communication,
recognition, and production. After extensive testing, they
found that the nine dimensions could be reduced to two. Defin-
ing leadership as the behavior of an individual directing the
activities of a group toward a goal attainment, the Ohio State
team narrowed the description of leader behavior to "initiating
structure" and "consideration."
The xiist dimension, initiating structure, refers to
the leader’s behavior aimed at getting the job done. It in-
cludes those things that the leader does to see that the task
functions of the work group are accomplished, namely, the pro-
duction of goods or the rendering of services. Consideration,
Oft the other hand, refers to behavior related to a concern for
the feelings of people in the work group. This behavior is
likely to be characterized by warm, friendly actions by the
leader in an attempt to avoid unpleasantness in his relations
with associates.
The Ohio State research has been helpful in a number
of ways. Not only did the studies help refine the description
of leadership behavior to manageable dimensions, they also gave
support to the premise that initiating structure and considera-
tion are separate and distinct dimensions. A leader found to
be "high" in initiating structure behavior might also be "high"
in consideration behavior. The leader’s total behavior could
8 3
legitimately be described as any mix of both dimensions. This
finding led to the representation of leader behavior by two
separate axes rather than on a single continuum. This has
proved to be a valuable framework within which to better under-
stand the complexities of leader behavior. The subsequent
development of the quadrants shown in Figure 3.2 has provided
researchers with useful shorthand classifications of the
various combinations of initiating structure and consideration.
Although the studies at Ohio State have been extremely
valuable, they also left some questions unanswered. For
example, they failed to address the issue of situational
difference and the effects of this factor on leader behavior.
They also leave open the question of whether leadership behavior
is the dependent or independent variable when viewed in rela-
tionship to subordinate behavior. This, of course, raises the
question of the predictive value of work. As Korman has sug-
gested, ”... a supervisor might be more considerate of a
superior subordinate than one who is not
#
an effective performer,
thus reversing the causal relationship usually hypothesized. ”-LO
Nevertheless, the Ohio State group made a significant
contribution through their research. They were the first to
widely publicize the graphing system which represented leader-
ship behavior on two axes instead of on a single continuum.
They also served to stimulate interest in the systematic study
of leadership.
The Managerial Gr i d .-- Robert R. Blake and Jane S. Mouton
(Low)
Consideration
(High)
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Fig. 3.2. The Ohio State Leadership Quadrants
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Behavior
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helped to popularize the concepts of task accomplishment and
relationships as they relate to leadership. « Through the
development of the Managerial Grid, they helped "take public"
the theme that effective leadership requires attention to both
task and people. The Managerial Grid, Figure 3.3, is an ex-
tension of the two dimensional chart concept developed in the
Ohio State studies. Blake and Mouton have defined five dif-
ferent kinds of leadership styles based upon various combina-
tions of concern for production and concern for people. The
five basic styles constitute the focal point of the model, al-
though it is generally understood that any individual might
a 1 ’ o rank in any of the other seventy-six positions.
The five leadership styles described by Blake and
Mouton are as follows:
1 .
1-
- Impoverished Management-Exertion of minimum
effort to get required work done is appropriate
to sustain organization membership.
1,9-- Country Club Management
-Thought ful attention
to needs of people for satisfying relation-
ships leads to a comfortable friendly organi-
zation atmosphere and work tempo.
9.1-
-Task Management -Efficiency in operations re-
sults from arranging conditions of work in
such a way that human elements interfere to
a minimum degree.
5,5--Middle of the Road Management -Adequate organi-
zation performance is possible through balanc-
ing the necessity to get out work while main-
taining morale of people at a satisfactory level.
9,0-
-Team Management -Work accomplishment is from
committed people; interdependence through a
"common stake” in organization purpose leads
to relationships of trust and respect. 20
Concern
for
People
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Although the Managerial Grid has come under severe
criticism, notably from McGregor, it has been extremely
popular as a training device in business, industry and govern-
ment. And, as Hersey
-points out, it
.
. has given popular
terminology to five points within the four quadrants of the
Ohio State studies .*' 22 It is included as one of the signi-
ficant studies in leadership because of the impact it has had
on practitioners. And although it is included along with other
works concerned with the behavior of leaders, a word of caution
is appropriate. While similar to the previous studies con-
ducted at Ohio State, there is a significant difference between
the two frameworks.
The Blake and Mouton Model is based upon the leader's
"concern for" production and people. "Concern for" is an
indication of a person's attitude not their behavior. Thus
a leader's conce rn for people might be high, but his behavior
might all be directed toward accomplishing the task. Herein
lies the major difference between the conceptual framework
developed at Ohio State and the framework presented in the
Managerial Grid. The Grid is an attitudinal model designed to
determine the leader's predisposition about tasks and relation-
ships, while the Ohio State Model is designed to determine
leader behavior.
Group Dynamics Studies- - Leadership Role Theory
Leadership Role Theory differs from the theories pre-
viously mentioned in that it views leadership in terms of the
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roles that must be filled in most groups. The theory holds
that, instead of one person filling every leadership role
W 1 th 1 n the group, different roles may be played by different
people, depending upon their qualifications. It maintains
that the person filling the most important role at any point
m time is the leader. Therefore, leadership responsibility
may shift from one person to another over time.
This does not mean that the organization must constantly
change the person formally designated as the leader. It means
that, within the work-group, the various leadership functions
will be carried out by different members of the group as
situations change. Meanwhile, the formal leader, in a hier-
archical sense, will remain the same.
While this approach to viewing leadership as being
shared instead of being the responsibility of one individual
provides a new perspective on the subject, it is interesting
to note that the roles found to be important are similar to
those identified in earlier studies. For example, Benne and
Sheats identified two categories of group member functions in
their research: "task" and "maintenance." 23 Task functions
directly relate to accomplishing the work assignment. Mainten-
ance functions are directly related to the well-being of
the group. Table 3.1 provides examples of task and maintenance
functions of groups. 2 ^
Subsequent research by Cartwright and Zender indicates
that group objectives fall into one of two categories ; (1) the
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TABLE 3.1
TASK AND MAINTENANCE FUNCTIONS
OF GROUP MEMBERS
Task-Related
Functions Maintenance -RelatedFunctions
Initiating activity Encouraging
Information seeking Gate - keeping
Information giving Standard setting
Opinion giving Fol lowing
Elaborating Expressing group feelings
Coordinating Evaluating
Summarizing Consensus testing
Testing feasibility Harmonizing
Evaluating Tension reducing
Diagnosing
Source: Adapted from Lassey, "Dimensions of Leadership,"
pp. 5-6.
achievement of some specific group goal, or (2) the maintenance
or strengthening of the group itself. 25 The former ob j ective
is characterized by leader behavior which focuses the group's
attention on the goals to be achieved, seeks to clarify issues
and helps the group plan ways to accomplish the defined tasks.
The second objective, on the other hand, elicits leader be-
havior intended to keep interpersonal relations pleasant,
encourage group interaction involvement, and stimulate group
self- direction.
It is easy to see the strong similarity between the
concepts developed in the group dynamics studies and the
concepts of democratic and authoritarian, employee - cent ered
and wo rk - cent er e d , and task and relationship leader behavior
discussed earlier. The theory also supports the notion that
regardless of who performs these two roles, both the task and
the maintenance elements of leadership must be present in a
reasonable balance in a given situation. This leads again
to the conclusion that task and relationship behaviors are
not either/or leadership styles, but rather dimensions of
style which must be blended in varying proportions depending
upon situational characteristics.
Situational Theory
Situational Theory seemed to grow naturally from the
frustrating attempts to identify one or two or even more traits
that could adequately identify leadership capabilities or paths
of training. Stogdill's survey of trait research concluded in
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1948 that there were no universal leadership traits, and the
emphasis of researchers began to shift. Following Hemphill’s
book in 1949, the focus of leadership research changed from
who or what the leader was to where the leadership occurred. 26
Basically, Situational Theory states that leadership
is a process that is defined by the relationship between the
leader, the follower, and the situation. Symbolically, the
situational approach to leadership may be expressed as L=f(l,f,s).
That is, leadership is a function of the characteristics of
the leader, the followers and the situation. This relation-
ship, albeit complex, has helped researchers explain why some
leaders are successful in some organizations but not in others.
It has also helped determine why leaders succeed on certain
tasks but fail on others within the same organization.
Hersey and Blanchard have suggested that the situa-
tional leadership formula be modified to include leader effec-
tiveness. 27 Then the formula would read: E=f(l,f,s), where
the E stands for leadership effectiveness. This definition
is especially helpful to practitioners since they are interested
in improving the effectiveness of the educational leader, not
just understand dimensions of the role.
Situational Theory suggests that leaders who can adapt
their styles to different situations may be more effective
than leaders who insist on behaving in the same manner regard-
less of situational changes or follower differences. This type
of adaptive behavior is more easily discussed than implemented,
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and the literature is by no means in agreement that such changes
in leader behavior are possible. This author is of the opinion,
however, that the complexities of modern universities require
adaptive leader behavior and that theories which provide ways to
better understand this concept should be fully explored.
Fied_j^_F iedler
.--Fred E. Fiedler has conducted perhaps
the best known work to date in the study of adaptive leadership
behavior. His Contingency Model 28 identifies three important
situational variables that influence potential leader effective-
ness. According to Fiedler, ".
. . the performance of a group
IS c ontingent upon the motivational system of the leader and
the degree to which the leader has control and influence in a
particular si tuation, the ' situational favorableness '." 29
The main emphasis of the Contingency Model is on the
interaction between the leader's style and the situational
favorableness. The style of the leader may be thought of as
var> ing between a highly task-oriented approach and a highly
relationship-oriented approach. These two styles are similar
to the dimensions of leadership identified in the Ohio State
studies, initiating structure and consideration.
Fiedler uses a written test instrument called the
Least Preferred Coworker (LPC) to determine leadership style.
When taking the test, leaders are asked to describe the person
with whom they can work least well by choosing from among six-
teen sets of descriptive adjective pairs such as pleasant and
unpleasant, friendly and unfriendly, tense and relaxed.
L,1CU tnaracterized as "task-oriented" if they
have low LPC scores or
"relationship-oriented" if they have
high LPC scores. A high score indicates that the leader
described the least preferred coworker in a positive way,
while a low score indicates a negative description of the
least preferred coworker.
The situational favorableness is determined by examin-
ing three situational variables: (1) leader-member relations;
(2) task structure; and (3) position power of the leader. A
situation is said to be most favorable when the leader is well
liked by the members of the group (good leader-member relations
is directing a well-defined task (high task structure), and
occupies an important formal position in the group (high
position power). An unfavorable situation, on the other hand,
is characterized by a leader who has little positional power,
who is disliked, and who is directing an unstructured task.
The various combinations of these three variables are shown
in Figure 3.4.
In testing the model, Fiedler has concluded that:
The Contingency Model leads to the major hypothesis
that leadership effectiveness depends upon the
leader's style of interacting with his group mem-
bers and the favorableness of the group-task situa-
tion. Specifically, low LPC leaders who are primarily
task-motivated perform best under conditions that
are very favorable or very unfavorable for them.
Relat ionsh ip -mot ivated leaders perform best under
conditions that are of moderate favorab leness . 30
Figure 3.5 indicates how style of effective leadership varies
with the situation.
94
I II III IV V VI VII VIII
Leader-
member
Pel ations
Good Poor
Task
Structure Hi gh Low High Low
Posi tion
Power
Strong Weak Strong Weak Strong Weak Strong Weak
Fig. 3.4. The Situational Favorableness Dimension
Source: Fiedler and Chemers, Leadership* and Effective
Management
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Although Fiedler's Contingency Model is useful to
university leaders, he seems to be describing leadership style
as either task-oriented or relat ionship- oriented. This is in
contrast to research which indicates that leader behavior can
actually be any combination of these two behavioral dimensions.
If the latter theory is in fact true, then it would seem more
appropriate to plot leader behavior on two axes, as was done
in the Ohio State studies, rather than on a single continuum.
Another point should be made about Fiedler's work. It
concerns the use of the Least Preferred Coworker (LPC) to
determine leadership style. The LPC is a self-administered
instrument. In other words, leaders are asked to complete the
instrument themselves. This suggests that the instrument is
designed to measure the leader's "concern for" people and
"concern for" task. It may be, therefore, that the LPC scores
are a reflection of attitude instead of behavior. If leader-
ship style is a function of a follower perception, then it
\\Ould seem that an LPC "other," administered to followers,
might be a better way to determine leader behavior.
ihis does not in any way detract from the importance
of Fiedler's work over the past twenty years. As Albanese
points out, ", . .(it) is the most systematic attempt to date
to show how leadership ‘style interacts with situational vari-
ables to influence group performance. It cautions managers
against the belief that some particular approach to leadership
is always best. Further it helps managers identify specific
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dimensions that influence which leadership style should be
used.
1
Paul Hersey and Kenneth H. Blanchard . -
-Another approach
to situational/ theory which describes leadership style in terms
of varying degrees of task and relationship behaviors has been
developed by Hersey and Blanchard. Their conceptual frame-
work, Situational Leadership Theory, grew out of work initiated
at the Center for Leadership Studies, Ohio University. Situa-
tional Leadership Theory was first published as "Life Cycle
Theory of Leadership" in the Training and Development Journal,
May, 1969. Since Situational Leadership Theory will be one
Ox the major foci of this dissertation, a detailed description
is given below.
Situational Leadership Theory
Background
Situational Leadership Theory grew out of earlier
studies which concluded that leadership is a complex relation-
ship that exists between the leader, the* follower, and the
situation. Agreeing with earlier researchers that there is
no "best" leadership style which works in all situations,
Hersey and Blanchard set out to develop a conceptual framework
designed to aid practitioners determine the most effective
style under different environmental conditions. Work at
Center for Leadership Studies led the researchers to first
develop a Tri - Dimensional Leader Effectiveness Model which
was an outgrowth of William J. Reddin’s 3-D Management Style
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Theory 33 and the earlier work at Ohio State. Later refinements
resulted in the present Theory which defines the relationship
between leadership style and the task relevant maturity of
the followers.^
Leadership Sty le
Hersey and Blanchard define two types of leader behavior
central to the concept of leadership style: task behavior and
relationship behavior. These two dimensions of leader behavior,
which are not unlike initiating structure and consideration
described earlier in the Ohio State studies, are defined as
follows
:
Task Behavior-
-The extent to which leaders are
likely to organize and define the roles of the
members of their group (followers); to explain
what activities each is to do and when, where,
and how tasks are to be accomplished; charac-
terized by endeavoring to establish well-defined
patterns of organization, channels of communica-
tion, and ways of getting jobs accomplished.
Relationship Behavior- -The extent to which leaders
are likely to maintain personal relationships be-
tween themselves and members of their group (fol-
lowers) by opening up channels of communication,
providing socio- emot ional support, "psychological
strokes" and facilitating behaviors. 34
As in the Ohio State studies, the two dimensions of
leader behavior are plotted on two different axes. Figure
3.6 shows the two basic leadership styles, divided into four
quadrants. Each quadrant represents a style which might be
effective or ineffective depending upon the situation.
Task -Relevant Maturity
Task -rel evant maturity is defined in Situational Leader-
ship Theory as:
(Low)
-
Relationship
Behavior
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Fig. 3.6. The Basic Leader Behavior Styles
Source: Hersey and Blanchard, Management of Organizational
Behavio r, p. 82.
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refer
. . . the capacity to set high but
goals (achievement motivation), wil
ability to take responsibility’ and
and/or experience of an individual
attainable
lingness and
education
or a group. 35
important to emphasize that maturity as used here does not
to chronological maturity, nor does it refer to a person's
maturity m a total sense. According to Hersey and Blanchard,
All pei sons tend to be more or less mature in
relation to a specific task, function, or ob-jective that a leader is attempting to accom-
plish through their efforts/ (Therefore) these
variables of maturity should be considered only
in relation to a specific task to be performed. 36
The Basic Concept
According to Situational Leadership Theory, the most
effective style of leadership will vary depending upon the
task relevant maturity of the followers. Four different leader-
ship styles have been identified which correspond to four dif-
ferent levels of follower maturity. The four levels of task-
relevant maturity and the appropriate leadership style for
each is given below.
If Task- Relevant The Appropriate Leadership
Maturity Is: Style Is:
Low ----------- High Task and Low Relationship
Low-Moderate- ------ High Task and High Relationship
Moderate-High High Relationship and Low Task
High .-- - Low Relationship and Low Task
The relationship between follower maturity and leadership style
is shown graphically in Figure 3.7.
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Situational Leadership Theory, presented in Figure 3 . 7
,
portrays the relationship between task-relevant maturity and
the appropriate. leadership styles to be used as followers move
from low to high maturity. Figure 3.7 can best be understood
by first separating the upper and lower portions for purposes of
discussion.
Leadership Style .
--The upper portion of Figure 3.7,
shown in Figure 3.8, represents the various leadership styles
determined by plotting leader behavior on the two axes labeled
"Relationship Behavior" and "Task Behavior." For convenience,
leadership style is depicted in four quadrants, each represent-
ing a different mix of task and relationship behavior and thus
a different leadership style. It is important to remember that
plotting leadership style on two axes instead of a single con-
tinuum provides for the possibility of being both high in
task and relationship behavior at the same point in time. This
is consistent with the findings in the Ohio State studies and
subsequent research, but differs from the model developed by
Fiedler.
Each of the four quadrants represents a style of
leadership which may be effective if matched with the appro-
priate follower maturity. Each quadrant has been labeled with
the leadership style it represents as well as a shorthand desig-
nation as follows:
RELATIONSHIP
BEHAVIOR
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Fig. 3.8. Designations for Styles of Leadership
Source: Adapted from Hersey, "Situational Leadership Theory,"
p. 76.
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Quadrant 1 - Style 1-SI High Task and Low Relationship
Quadrant 2 - Style 2-S2 High Task and High Relationship
Quadrant 3 - Style 3-S3 High Relationship and Low Task
Quadrant 4 - Style 4-S4 Low Relationship and Low Task
The curvilinear function, or bell shaped curve, repre-
sents the path along which changes in leadership style might
occur m response to variations in follower maturity. The
importance of this path of leader behavior will become more
evident in discussions which follow.
Confusion sometimes occurs when practitioners attempt
to use the upper portion of Figure 3.7 to describe follower
maturity. This can be avoided if one remembers that informa-
tion obtained from Figure 3.8 pertains to leader behavior only
.
Maturity of Follower .-
-The lower portion of Figure 3.7,
reproduced in Figure 3.9, represents the various levels of task-
relevant maturity of the followers in a leadership situation.
In terms of follower maturity, it is not simply a question of
being mature or immature, but a question of degree. For this
reason maturity has been divided into four part, each represent-
ing levels of follower maturity ranging from "high" to "low."
The various maturity levels and their corresponding shorthand
designations are given below.
Maturity Level 1-MI Low Task- Relevant Maturity
Maturity Level 2-M2 Low- to-Moderate Task-Relevant Maturity
Maturity Level 3-M3 Moderate- to-High Task- Relevant Maturity
Maturity Level 4-M4 High Task-Relevant Maturity
Again, a word of caution is in order. Confusion can a-
rise unless the reader keeps in mind that Figure 3.9 is concerned
Mature
105
HIGH MODE RATE LOW
k
Immature
t
,
—
v
/
—
"
y
>
'
MATURITY
of
Follower(s)
M4 M3 M2 Ml
Fig. 3.9. Designations for Maturity Levels of Follower(s)
Source. Adapted from Hersey, "Situational Leadership Theory,"
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only with the task- relevant maturity of the follower. Figure
3.9 should not be used to attempt to describe leader behavior.
Maturity of Follower s vs. Style of Leader .
--The two
components of Situational Leadership Theory are reunited in
Figure 3.10. By extending the verticle lines which divide the
maturity continuum upward into the upper portion of Figure 3.10,
a way has been provided to graphically represent the relation-
ship between the maturity of the follower and the style of the
leader. Thus, maturity level Ml corresponds to that portion of
the curvilinear path which falls in the quadrant represented
by SI, maturity level M2 corresponds to S2, M3 with S3, and
M4 with S4. The importance of these relationships will become
apparent as the application of Situational Leadership Theory in
practical situations is examined.
Dimensions of Task- Relevant Maturity
In the pages that follow, the author will give examples
of how Situational Leadership Theory may be applied in practical
situations. However, in so doing, much will be said about
determining the maturity level of the followers in a group.
Since this is at the very heart of the Theory and a critical
step in its application, a word or two more on the subject seems
appropriate at this point.
Hersey and Blanchard have stated that follower maturity
is a function of the follower’s achievement motivation, willing-
ness and ability to take responsibility, and education and/or
experience (relevant to the task). Application will make it
Mature
_
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Clear that the critical diagnosis of follower maturity requires
skill and judgment on the part of the leader. Unfortunately
the determination remains part art and part science and is by
no means exact.' However, it is possible to increase one's
diagnostic batting average by reviewing the work of some of
the behavioral scientists, notably Herzberg, McGregor, Likert,
Argyns, and Maslow. 37 No attempt will be made to present such
a review at this time. However, in order to provide some addi-
tional insight into the concept, let’s look briefly at the
components of the definition of task- relevant maturity.
Achievement Motivation. -
-David C. McClelland 38 was the
first researcher to publish work suggesting that the need for
achievement is a distinct human motive that can be distinguished
from other needs. McClelland and others found that persons
with a high need to achieve (abbreviated nAch) have the follow-
ing characteristics:
1. Persons with high achievement motivation prefer
to be involved in situations where they can take
personal responsibility for the outcomes of their
efforts. They want to control their own destinies
rather than leaving things to luck, fate, or chance.
They like to make independent judgments based upon
their own evaluations and experience rather than
rely on the opinions of others.
2. Persons with high achievement motivation are
interested in excellence for its own sake rather
than for the rewards it brings. Money in itself
is only a way of ’’keeping score" and it alone will
not make high nAch people work harder. They are
interested in working with experts in the field
rather than friends. They evaluate roles on the
basis of the opportunity to achieve excellence
rather than for prestige.
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3 . Persons with high achievement
challenging but realistic goa
moderate risk takers, neither
that are doomed to failure or
successful
.
motivation set
Is. They are
engaging in tasks
guaranteed to be
4. Persons with high achievement
more inclined to plan for the
with low achievement motivati
greater anticipation for the
dom see themselves as having
everything done. In order to
progress towards their goals,
immediate, regular, concrete
they respect. ->9
motivation are
future than ones
on. They show
future. They sel-
enough time to get
keep track of their
they seek, and use,
feedback from those
Willingness and Ability to Take Responsibility .
--This
dimension of maturity can be broken down into two parts. Will -
j-P .g .ness t0 take responsibility refers to psychological maturity,
while the a_bili ty to take responsibility refers to the follower's
level of technical competence relative to the task. For
example, a new college dean may be eager (willing) to engage
in institutional planning, but may lack the technical skills
(unable) to carry out a planning assignment. On the other
hand, who has not encountered the administrator who has all
the technical skills (able) to accomplish a task, but simply
lacks the motivation (unwilling) to do so? To aid in evaluat-
ing this dimension of maturity, the following relationships
are provided.
If a Follower Is: The Maturity Level Is:
Unwilling .and Unable Ml
Willing but. Unable M2
Unwilling but Able M3
Willing and Able M4
no
--Extensive formal educa-
tion and/or experience does not automatically mean a person
is high in task- relevant maturity. For example, a professor
with a Ph.D. in education may have low task- relevant maturity
if the task involves a determination of the best pattern for
routing traffic through the campus. On the other hand, if
the task is to design a new curriculum in the faculty member’s
field of interest, the task-relevant maturity may be very high
The important thing to remember when considering this dimen-
sion of maturity is that education and/or experience must be
related to the task. While there is a temptation to assume
that persons with more education and greater experience would
be more mature regardless of what the task might be, this is
not always the case.
In summary, accurate diagnosis of the maturity level
of the follower (s) is a critical first step in determining
which leadership style will be most effective. Hopefully,
considering the three components of maturity separately will
help improve the leader's diagnostic batting average. At
this point the diagnosis can in no way be considered an exact
science, and the designations "high," "moderate," and "low,"
by no means provide easily definable categories. At best
they represent shading along a continuum. The conceptual
framework is extremely useful, however, and practice will aid
the leader in accurately evaluating follower maturity against
the criteria given above.
Ill
I^l£IEA riin ? the Appropriate Learie rsh ip St y 1 e
The determination of the most appropriate leadership
style always begins with the evaluation of the task- relevant
maturity of the follower or group in relation to a specific
task. Once this is done, the leader chooses the position on
the maturity continuum which best reflects the maturity level
of the follower(s). Using this point on the maturity continuum,
a line is constructed perpendicular to the maturity continuum
and drawn vertically until it intersects the curvilinear func-
tion shown in Figure 3.10. The appropriate leadership style
is suggested by identifying the quadrant in which the vertical
line intersects the curvilinear function. An example will
serve to illustrate the process.
Suppose the new president of a private college is
interested in having the institution engage in a strategic
planning effort. One group that the new leader will certainly
be expected to work with will be the vice presidents and deans
of the institution. In diagnosing the situation, assume that
the president finds that the institution has never undertaken
such an effort in the past. There is little indication that
anyone has had either the interest or the technical skills to
successfully carry out such a task. The president determines
that the task- relevant maturity of the administrative group
is low, Ml
.
Using Situational Leadership Theory, the leader would
place an "X" on the maturity continuum as shown in Figure 3.11
Mature
—
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Fig. 3.11. Determining an Appropriate Leadership Style
Source: Hersey, "Situational Leadership Theory," p. 116.
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(the exact location within the Ml boundaries is, of course, a
matter of judgment). Next the president would extend a verti-
cal line from that point until it intersects the bell-shaped
curve (designated by "0" in Figure 3.11). Since the inter-
section occurs in Quandrant 1, or the Si Quandrant
,
the leader-
ship style that is suggested by the Theory is high task-low
relationship.
Fui ther examination of Situational Leadership Theory
will make it apparent that maturity level Ml (low maturity)
will always suggest leadership style SI (high task-low rela-
tionship) as the most appropriate style. Similarly, maturity
level Ml will always correspond to leadership style S2, M3
to S3, and M4 to S4.
The suggestion that a high task- low relationship
style might be appropriate in any situation in higher education
will be repugnant to some readers. That may be because the
style sounds ruthless, autocratic and as if it would stand
little chance of success in academe. It* is important, there-
fore, to emphasize that style SI suggests "low" relations, not
no" relations. In other words, the leader is not expected to
be unfriendly or impersonal in carrying out the planning task
with the administrative team. The high task- low relationship
style simply suggests that more time should be spent in direct-
ing the group's work than in providing socio-emot ional support
and reinforcement. The maturity level of the group, it is
assumed, will not remain static over time. Therefore, as the
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group matures, the style of the leader should also change.
When this occurs the leader can determine the most appropriate
style by utilizing Situational Leadership Theory in the same
manner as he did at the time of the initial intervention.
An Assumption About Developing Maturity in Followers
Generally speaking, as people work at particular tasks
over time they become more and more able to handle their respon-
sibilities with less and less outside help. In other words,
their maturity level increases. This is, in fact, a desirable
goal within any organization. As this occurs it is important
that the leader make a corresponding change in style. The
style that is appropriate for a low maturity group will most
likely be totally ineffective with a high maturity group.
Situational Leadership Theory takes this into account
and suggests that as follower maturity moves from Ml to M2 to
M3 to M4, the leadership style should move from SI to S2 to
S3 to S4 respectively. The timing of such style changes is
important. Changing styles too quickly or before the followers
are ready can often lead to frustration and disappointing per-
formance .
It is also important that the changes in leadership
style be perceived by followers and leaders in the same manner.
The response of followers to leader’s style will be based on
their perception of the leader's behavior, not on the leader's
perception. Leaders may think they are demonstrating trust
and confidence in followers by delegating responsibility and
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leaving the group alone to carry out its assignments. If
however, followers view their leaders as not caring, this
style may be totally ineffective. It is important, there-
fore, that leaders periodically do a "reality check” to insure
that they and their followers are viewing leader behavior in
the same manner. Examples of effective and ineffective leader
behavior as seen by followers are shown in Table 3.2.
The changes in follower maturity may occur more quickly
with some individuals or groups than with others. This is to
be expected, depending upon the task complexity as well as
other variables in the situation. The Theory can easily accom-
modate variations in the rate of change if the leader will
simply keep in mind that changes in maturity necessitate cor-
responding changes in leadership style.
Three additional points should be made about Situational
Leadership Theory. First, the style defined by the shorthand
notation SI (S2, S3, or S4) actually represents a range of
styles within Quandrant 1, (Q2, Q3, Q4) instead of a single
style. The SI style range is defined by that portion of the
curvilinear function circumscribed by the boundaries of Quan-
drant 1. Each point on the SI portion of the curve represents
a slightly different mix of task and relationship behaviors.
So instead of an abrupt change in leader behavior from high
task- low relationship to high task-high relationship, follow-
ing a change in follower maturity from low to low-moderate, the
"ideal" would be a smooth change along the curve corresponding
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TABLE 3.2
HOW THE BASIC LEADER BEHAVIOR STYLES
MAY BE SEEN BY OTHERS WHEN THEY
ARE EFFECTIVE OR INEFFECTIVE
Basic Styles Effective Ineffective
High Task and
Low Relationship
Seen as having well de-
fined methods for accom-
plishing goals which are
helpful to the followers.
Seen as imposing
methods on others;
sometimes seen as un-
pleasant, and inter-
ested only in short
run output.
High Task and
High Relationship
Seen as satisfying the
needs of the group for
setting goals and organ-
izing work, but also
providing high levels
of socio-emotional
support
.
Seen as initiating
more structure than is
needed by the group
and often appears not
to be genuine in inter-
personal relationships.
High Relationship
and Low Task
Seen as having implicit
trust in people and as
being primarily con-
cerned with facilitating
their goal accomplish-
ment .
Seen as primarily
interested in harmony;
sometimes seen as un-
willing to accomplish
a task if it risks
* disrupting a relation-
ship or losing "good
person" image.
Low Relationship
and Low Task
Seen as appropriately
delegating to subordi-
nates decisions about
how the work should be
done and providing
little socio-emotional
support where little is
needed by the group.
Seen as providing
little structure or
socio-emotional support
when needed by members
of the group.
Source: Hersey, "Situational Leadership Theory," p. 56.
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to the time rate of change of follower maturity.
The second important point has to do with the direction
of change in follower maturity. Up to this time it has been
assumed that follower maturity would always increase over time.
Within the framework of Situational Leadership Theory, this
would, of course, be represented by a movement from right to
left along the maturity continuum. This is not always the
case. Sometimes a group will be operating at maturity level
MS and the leader will be utilizing the appropriate style, S3.
Then for a variety of reasons the group may shift to M2 or
even Ml. Tn other words, the group will change from relatively
high maturity to relatively low maturity. When this occurs
the leader should again make a corresponding change in leader-
ship style. Only this time instead of moving from right to
left along the curvilinear path, the leader wrould move from
left to right.
How can leaders determine the direction in which their
behavior should be changing? Hersey has
s
provided a guideline--
performance observation. In other words, the leader should
observe how well the group is performing its present activities.
If performance is increasing, it would be appro-
priate for (leaders) to shift their style to the
left along the curvilinear function of Situational
Leadership Theory. This would indicate that task
relevant maturity is increasing. If performance
results are on the decline, it gives (leaders)
a clue that they may need to shift their. . .
behavior to the right along the curvilinear
function. 40
Point three has to do with the hierarchical nature of
the leader- follower relationship. We typically think of leaders
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being "over" followers in a formal organization structure.
While this may normally be true, exceptions are important.
Take, for example, the situation in which the president of an
institution is attempting to influence the behavior of members
Of a governing board. Clearly the governing board is above
the president in the organizational hierarchy. But the presi-
dent is taking the leadership in this particular situation.
Situational Leadership Theory accommodates this reversal of
roles, and the leader's diagnosis would proceed in exactly the
same manner as described earlier. Stated another way. Situa-
tional Leadership Theory is blind when it comes to traditional
hierarchical relationships. The Theory depends upon who is
assuming the leadership role, not upon where the individual
is located on the organization chart.
Situational Leadership Theory and Higher Educat i on
Higher education provides numerous examples of Situa-
tional Leadership Theory in practice. As will be shown in
later chapters, it can provide a useful framework for determin-
ing effective leadership styles when the president is directing
institutional planning activities. However, its application is
much broader, as can be illustrated by a few examples.
President-Governing Board Relationship . - -One of the
most critical responsibilities of a college or university presi-
dent is developing effective relationships with the institution's
governing board. As was pointed out in the previous chapter of
this dissertation, this relationship has never been more important
than it is today. However, examination reveals that there is
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quite often a mismatch between the maturity level of the
governing board and the leadership style of the institution's
chief executive officer.
Examination of governing boards generally reveals an
impressive group of successful business and professional
people. However, another characteristic also stands out, the
lack of experience in working with educational institutions
.
Analysis of governing boards according to Situational Leader-
ship Theory would suggest that the group is only low- to-moderate
(M2) in t ask - re levant maturity. Board members are ''willing”
but unable.” This would call for a leadership style of high
task-high relationship (S2) as the most appropriate style. Too
often this is not the style adopted by the college president.
Either because of assumptions made about the maturity
levels of governors or trustees, or out of fear of reprisal,
the president often chooses a high relat ionship- low task or
a low re 1 at ionship- low task style when working with the govern-
ing board. The result is quite often the under-utilization
of talented people who are interested in being of service, but
simply do not know how to effectively engage with the institu-
tion without some direction. The author and others have con-
cluded that this direction must come from the president of the
institution. Situational Theory provides a framework to facili-
tate the president's leadership role.
Pres ident - Faculty Relationship. --Hardly a day passes in
which there is not some news release concerning the deteriora-
tion of relationships between faculty and administrators on
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university campuses. This erosion has seemed to
during the current economic squeeze. While this
accelerate
is an extremely
complex issue, Situational Leadership Theory may, in part,
offer some insight into why it is occurring.
The typical leadership style which presidents use with
faculty members is low task-low relationship (S4)
. Faculty
members are normally treated as mature, well educated, experi-
enced professionals and are given little or no direction in
carrying out their responsibilities. Under normal circumstances
the style and the maturity level were probably matched perfectly.
However, when the crisis of the late sixties and early seventies
began to develop, many presidents shifted immediately to a high
task low relationship style (SI)
. The shift was so abrupt and
the style so foreign that a discontinuity in the faculty-
administrator relationships was bound to occur. The tensions
mounted, and relationships have deteriorated on some campuses
to the point that rormal arbitration seems to be the only solu-
tion.
There can be no guarantee that a better match between
the maturity level of the faculty and the leadership style of
the president would have averted the current crisis. On the
other hand, Situational Theory certainly provides one explana-
tion for part of the problem. If presidents had moved through
the various styles along the curvilinear path rather than shift-
ing so abruptly from S4 to SI
,
perhaps some of the tension could
have been avoided. The use of Situational Theory in diagnosing
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the current situation and its application in moving forward
from this point are certainly worth consideration.
These are only two examples of how Situational Leader-
ship Theory might impact higher education. Obviously there
are many others. The chief executive officers of modern
institutions must deal with many different constituencies in
carrying cut their responsibilities. Each constituency, or
even individuals within each constituency, will no doubt operate
at different levels of maturity on different tasks. It is
imperative that institutional leaders deal effectively with
each different group. In order to do so they must have a
conceptual framework within which to assimilate the myriad
of variables with which they are confronted. Situational
Leadership Theory provides one such framework-
- one that appears
to be particularly appropriate for dealing with the question
of leadership in higher education.
Summary
While early attempts were made to define leadership in
terms of the personality traits of great leaders, research has
shown the concept of leadership is much too complex to be
treated in this manner. Modern theory suggests that leader-
ship center on the relationship between the leader, the follower
and the situation. Studies have also discounted the notion
that there is one "best" style of leadership. Instead, it
is believed that flexibility in style which allows the leader
to behave in a variety of ways depending upon the demands of
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the situation is likely to result in greater success.
In recent years researchers have attempted to develop
theories which describe the relationships between the leader,
the follower, and the situation. One such theory, called
Situational Leadership Theory, shows great promise in explain
ing some of the leader- follower relationships in higher educa
tion and has been chosen by the author for further study.
Situational Leadership Theory, which suggests that effective
leadership style is a function of the task- relevant maturity
of the follower(s) will be integrated with concepts of
strategic planning in the chapters ahead in an effort to
provide an effective framework for institutional planning in
higher education.
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CHAPTER IV
AN APPROACH TO STRATEGIC PLANNING
IN HIGHER EDUCATION
The exception, the comparatively rare serviceinstitution that achieves effectiveness, mattersas much as the great majority which achieve onlyprocedures. For the exception provides the les-
sons. It shows that effectiveness in the serviceinstitution is achieveable
-- though by no means
easy. It shows what different kinds of serviceinstitutions can do and need to do. It showslimitations and pitfalls. But it also shows
that the service - ins ti tut ion manager can do un-popular and highly controversial things only ifhe himself faces up to the risk-taking decision
as to what the business of his institution is,
will be, and should be.
--Peter Drucker^
Introduct ion
Planning in High Education
Two things can be said with some certainty about plan-
ning in higher education. First, few institutions have ever
engaged in a truly comprehensive and systematic planning effort.
Second, there has never been a greater need nor a greater de-
mand for systematic institutional planning than there is today.
^
For the most part, planning in higher education has
been limited to annual budget preparation. Too little atten-
tion is given to the impact of current activities on the long-
range future of the institution. As Thomas L. Martin, Jr.
reports
Many university administrators profess to have
a strong orientation toward the future, and
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many do. Yet the typical university budget-making process and apparatus for decision
futi?IT
nerally giVe little attent i°R to the
University budget-making is generally restricted to trying to
determine how to sustain the institution’s current activities
over the next twelve months. The question of whether or not
the institution should even be doing the same things next year
is seldom, if ever, raised.
This is not to suggest that budgeting is not an impor-
tant activity. In fact, it is essential. It is not, however,
a substitute for planning, although many institutions have
treated it as such.
Martin, in an excellent study sponsored by the Sloan
Foundation, identified several approaches to traditional uni-
versity budgeting
.
5
In describing budgeting systems such as
"The King's Decree," "The Squeaky Wheel Gets the Grease," and
The Formula, he points out how each falls short of a systemat
planning effort designed to chart the future course of the
institution. He calls for a strategic budgeting system which
will require a bold look forward, and ".
. . the development
of a rational process for making decisions about current opera-
tions and managing change to secure future goals ." 6 Unfor-
tunately, too few institutions have chosen to initiate such a
system. However, more and more colleges and universities are
being challenged to engage in such planning or suffer the con-
sequence of being victimized by change rather than managing
their future effectively.
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Higher education is being assailed from all sides.
Students are demanding a greater voice in all decisions, the
cleavage between faculty and administration is widening, legis-
lators and taxpayers are demanding greater accountability, and
the community at large is questioning the credibility of the
institution. As was pointed out in Chapter II, the complexi-
ties of the institution and the environment in which it func-
tions have never been greater. The leadership in higher educa-
tion can not afford to sit and watch as forces inside and
outside its formal boundaries determine its future in some
whimsical and disjoint manner.
University management must develop ways in which to
capture the energy, imagination and talent of the various con-
stituencies and focus them on a realistic, yet exciting planning
effort to define and achieve its future. It is this type of
planning, strategic planning, that the author is advocating
in this dissertation. It will be a dramatic departure from
traditional university planning, difficult to achieve, yet
essential. As John D. Millett observed:
Planning
. .
.
gives promise of no miracles.
Planning as a process is no guarantee of ef-
fective plans, plans whose objectives are
desirable, whose programs are sound, whose
resources are adequate. But planning is a
procedure for bringing organized intelligence
to bear upon problems. Since we don't lack
for problems in higher education, we have ample
scope for planning. . .
.
(and) planning is
central to the further advancement of higher
education activity . 7
130
A_ Conceptual Framewor k for Unive rsity Planning
Earlier the author discussed the need for conceptual
frameworks within which to systematically plan the future of
higher education. One such framework is presented in this
chapter. It is called GOST, and stands for Goals, Objectives,
Strategies and Tactics. In this chapter GOST will be presented
as a model which may be used to facilitate strategic planning
m an organization. In Chapter V GOST will be integrated with
Situational Leadership Theory and other behavioral concepts
into a total planning process.
Strategic Planning
Strategic Planning Defined
Although different authors define strategic planning
in different ways, the characteristics they use to describe the
concept are surprisingly similar: strategic planning is a
process; strategic planning is future oriented; strategic plan-
ning involves the determination of organizational objectives;
strategic planning is broad in scope. Robert N. Anthony defines
strategic planning as
. . . the process of deciding on objectives of the
organization, on changes in these objectives, on
the resources used to attain these objectives, and
on the policies that are to govern the acquisition,
use, and disposition of these resources.
8
Steiner defines the strategic planning process in a very
similar way as
The process of determining the major objectives of
an organization and the policies and strategies that
will govern the acquisition, use and disposition of
resources to achieve those objectives.
9
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Russell L. Ackoff, after a lengthy
strategic and tactical planning, summarized
as
comparison of
strategic planning
A-r^‘-(-
1
S
n
?u
range
' *
• P lann ing that is endsoriented (but not exclusively so). 10
But the definition which comes the closest to capturing
the essence of strategic planning as viewed by the author is
the one given by Peter F. Drucker. He defines strategic planning
as
• . . the continuous process of making present
entrepreneurial (risk-taking) decisions systema-
tically and with the greatest knowledge of theirfuturity; organizing systematically the efforts
needed to carry out these decisions; and measur-
ing the results of these decisions against the
expectations through organized systematic feed-
back. 11
While the definition seems straightforward, there continues to be
some confusion over the concept of strategic planning. In an
effort to clarify some of the common misunderstandings, let's look
more closely at strategic planning before examining the GOST
Model itself.
Strategic Planning versus Operations Planning
The distinction between operations planning and strategic
planning is often made but seldom is it made clear. While most
writers in the field attempt to present these two types of
planning as easily separable, in practice they often become very
confused. This is true in part because of the lack of a clear
understanding of the two concepts and also because the two are
closely related in any organization. The result is often that
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what appears to be operations planning to one person may appear
to be strategic planning to another. This suggests that the
distinction between the two may be relative rather than absolute.
In practice this certainly seems to be true.
Generally speaking, operations planning is concerned
with non-discretionary investments and decisions necessary to
maintain current operating levels and to meet existing commit-
ments. Strategic planning, on the other hand, is generally con-
cerned with longer range results, typically related to change,
new programs and new activities. These activities typically
involve innovation, which is an essential ingredient of strategic
planning
.
Most universities have historically concerned them-
selves with planning activities which approximate operations
planning, if they plan at all. Emphasis is placed on a continua-
tion of this year's activity at some expanded level often deter-
mined by expected changes in student enrollment. Little atten-
tion is given to the futurity (long-range impact) of the decisions
made regarding next year's activities.
Anthony found it useful to differentiate between stra-
tegic planning and what he refers to as management control
(operations planning) by examining the activities associated with
each. 1 ^ An adaptation of his classification is given in Table
4.1 Readers familiar with either or both of the concepts will
argue that the dichotomy of activities shown in Table 4.1 cannot
be so neatly achieved in practice. The author would agree, for
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TABLE 4.1
EXAMPLES OF ACTIVITIES ASSOCIATED WITH
STRATEGIC AND OPERATIONS PLANNING
Strategic Planning
Choosing institutional
ob j ect ives
Planning the institution
Setting personnel policies
Setting research policies
Choosing new programs
Deciding on non-routine
expenditures
Operations Planning
Formulating budgets
Planning faculty/staff
levels
Formulating personnel
practices
Deciding on research
proj ects
Improving existing
programs
Deciding on routine
expenditures
Formulating decision rules
for operational control
Measuring, appraising,
and improving management
performance
Source: Adapted from Anthony, Planning
,
p. 19.
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surely one must be
and some non-routin
planning. Thus, a
ferentiate between
Nonetheless, the di
concerned with budgets in strategic planning
e expenditures may be the focus of operations
continuum may be the best approach to dif-
these different approaches to planning,
chotomy is useful in bringing the concepts
into focus.
Another, slightly different, way to think about the
relationship between the two concepts is to consider operations
planning as a process that takes place within the guidelines
established by strategic planning. While strategic planning
focuses on the establishment of goals, objectives and overall
organizational strategies, operations planning is designed to
facilitate the accomplishment of these objectives in the most
efficient and effective manner possible.
Short-Range Planning, Long-Range Planning and Strategic Planning
A growing number of organizations are beginning to make
projections or income and expenses for several years into the
future. The process is typically referred to as long-range
planning. Since strategic planning also deals with the future,
it is not surprising that the two are often equated. In reality
they are very different.
As normally practiced, long-range planning involves
the projection of existing programs. In many organizations long-
range planning is little more than an extrapolation of current
activities and does not reflect management decisions and judgment.
Strategic planning, on the other hand, involves the process of
determining whether the activities of today should even be con-
tinued tomorrow. It includes decisions about what the organi-
zation should be doing and requires the judgment of management
concerning the most desirable activities of the enterprise in
the face of a changing environment. Long-range plans must be
a part of strategic planning, but cannot be considered as a sub-
stitute for strategic planning.
This is more than a semantic difference. While it is
true that long-range planning can mean long-range strategic
planning, in practice most long-range planning approximates the
description given above. As such, it differs markedly from
strategic planning. It is important that differences in the
two concepts be understood in theory and practice.
fhe Strategic Nature of Decisions
-Another useful way
to differentiate between long-range, short-range, and strategic
is by considering the duration of the consequences of decisions.
Drucker refers to this as the "futurity" of the decision. 13
Some writers and practitioners have attempted to de-
©
scribe strategic decisions as those whose implementation occurs
over an extended time period. They imply that decisions are
not strategic in nature if they involve implementation plans
that can be completed in a short period of time. Further exami-
nation will show the fallacy of this line of thinking.
Consider, for example, the young newlyweds who decide
that they are ready to begin their family. The decision can be
made in a relatively short period of time and implemented within
a nine-month period. However, the futurity of that decision is
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indeed long-term and will have consequences (hopefully all good)
for the family for many years to come. It will not only in-
volve additional financial responsibilities but will probably
require major changes in lifestyle of the young couple.
Another example involves decisions that will be made
m the next six months regarding tenure within an academic
institution. Certainly the time span within which the decision
must be made is short-range. However, consider the futurity of
the decision.
Assume that the faculty member is thirty-three years
of age, with a current nine-month salary of $21,000. Assume
further that the faculty member will remain at the institution
ago sixty-five and that he will receive annual salary
increases of five percent per year. If consideration is only
given to the impact of direct salary (not including any benefits)
the cost to the institution over the thirty-two year period will
be $1,681,339.00! Given the current application of the concept
of tenure in higher education, this short-range decision vir-
tually commits the institution to this level of expenditure
regardless of the performance of the individual about whom the
decision is being made. 14 Clearly this is a strategic decision
although it was made within a relatively short time period.
The illustration also indicates the importance of the
relationship between short-range and long-range planning when
they are viewed strategically. For unless faculty tenure
decisions being made this year are placed in proper perspective
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by viewing them along with decisions which must be made next
year, and the next, and so on, it is easy to see the conse-
quence. Yet many colleges and universities have failed to real-
ize the cumulative effect of a series of short-range decisions
on the future of their institutions. Consideration has been
given only to the short-term impact of the decisions each year,
with little attention to their futurity. As a result many
institutions now find themselves with a high percentage of
tenured faculty and little room to maneuver. This situation
was not so bad during the period of growth, for all that needed
to be done was to add on. In times of stabilization and re-
trenchment the problem has become much more significant.
It is important to remember that short-range plans can
be just as strategic in nature as long-range plans. Decisions
are strategic, not so much because of the length of time re-
quired for their implementation but because of the duration of
the consequences of the decision for the organization. As
Drucker points out:
The present and the immediate short range require
strategic decisions fully as much as the long-range.
The long-range is largely made by short-run deci-
sions. Unless the long-range is built into, and
based on, short-range plans and decisions, the most
elaborate long-range plans will be an exercise in
futility. And conversely, unless the short-range
plans, that is, the decisions on the here and now
,
are integrated into one unified plan of action,
they will be expedient, guess, and misdirection.
He goes on,
. .
. it is meaningless to speak of short-range
and long-range plans. There are plans that lead
to action today- -and they are true plans, true
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Strategic Planning and Strategy
Often used interchangeably in the literature, it is
important to differentiate between strategic planning and
jcrategy. Strategic planning starts with a determination of
the basic purpose of the organization. Strategic planning is
incomplete unless the organization has defined or reaffirmed
its reason for being. Once that is done, the enterprise must
(1) translate broad, general statements of purpose into measur-
able, well-defined expectations; (2) determine ways to achieve
those expectations; and (3) develop specific work tasks for
each component of the organization. Each step in the process
is directed toward helping the organization achieve its ultimate
purpose. A successful strategic planning effort will answer
the questions: Why? What? How? When? Where? Who? and How
Much? about the organization.
Strategy, as used in this paper, is a component of
strategic planning. It is a long-range plan especially selected
from among a number of alternatives to help the organization
achieve its purpose. Strategies can only be developed after
the basic purpose and mission of the organization have been de-
fined. Strategies determine how organizational purposes are to
be realized and organizational missions are to be accomplished.
S±™te£ic__jjanning, Computers, Models and Simulation
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Some writers imply that strategic planning consists
mainly of manipulating mathematical data in models designed to
simulate the organization and then implementing the optimum
solution as determined by the model. While there can be no
question that simulations and models can play important roles
in strategic planning, they must be placed in the proper per-
spective .
To an extent, models and simulations can describe some
of the complex relationships between variables in the organi-
zation and its environment. In doing so they can be useful to
the strategic planner. Such a description may, for example,
emphasize a potential problem and signal a need for action.
But ordinarily the model or simulation will not suggest what
action to take; at most, it will serve to suggest that an
analysis is needed. This, of course, is helpful but not a
substitute for the strategic decisions which must necessarily
follow.
Models can also be helpful in determining the possible
consequences of alternative courses of action. For example, a
decision to hold enrollment in the university to a certain level
and not to increase tuition may have an impact on recruiting
of faculty and students, faculty raises, building plans, fund
drives, and so on. It is difficult for the planner to keep all
cause and effect relationships straight unless there is a model
of the existing situation on which the proposed alternative
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action can be superimposed.
But again it must be emphasized that these are tools
to aid the planner and cannot take the place of strategic plan-
ning. A statement by Kenneth Andrews helps put models and
simulations in perspective.
It is, of course, true that much can now be doneto run out probable consequences of a policy deci-
sion under different assumptions. But the strate-gic decision process cannot be represented by a
mode^, if anything like a strict definition of theterm is retained. A strategic decision is com-pounded not so much of variables arranged in
quantitative relationship as of desire, determina-
tion, attraction to or revulsion from risk, aspira-
tions to social responsibility, and many other
noneconomic ingredients. Strategic decision is
made effective not only by its own fitness to
evolving circumstance but by the commitment of
individuals and groups inspired always by their
own needs and sometimes by uniquely appropriate
leadership . 17
Strategic Planning and a Strategic Plan
Many organizations are anxious to show their institu-
tional plan to anyone who indicates the least bit of interest.
While the development of a corporate or institutional planning
document is not inherently bad, it becomes a problem when the
plan is mistaken for planning. Written documents usually do
represent the results of planning efforts, however, they are
usually outdated almost by the time the ink dries on the pages.
A document representing the strategic thinking of the combined
intelligence of an organization is a useful thing, but it is
static. Strategic planning must, by its very nature, be a dy-
namic and constantly changing process designed to meet the
changing demands of the internal and external environments.
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This may sound like semantic quibbling but it is not.
University desk drawers and corporate book shelves are filled
with plans which are taken out every year or so, dusted off,
re-read, and returned to their places with proper reverence.
Yet the very same institutions profess to be diligently engag-
ing in institutional planning. Unfortunately they have not
learned to differentiate between planning and a plan
.
"Planning," as Ackoff points out, "should be a continuous
Eiocess and hence no plan is ever final; it is always subject
to revision. A plan therefore is not the final product of the
planning process; it is an interim report. "18 p^g author's
opinion is similar, as shown in the following excerpt from a
letter of transmittal to the Provost of SMU on April 1
,
1974,
which was delivered along with the Strategic Planning Document
for the School of Business Administration.
. . . As with any worthwhile planning effort, we
have answered a number of difficult questions
during the past few weeks concerning the future
of our school--but, we have also generated new
sets of questions which remain to be answered.
Therefore, our intention is to begin on April 2
to search for the answers to these questions
,
to
challenge our own answers, and to revise our plans
accordingly. But then, that's what planning is
all about. Continuing to look ahead; to change
to meet the changing needs of our students, faculty,
and the community; to keep the planning process
active and continuing, will help to insure that
the School achieves its goals and maintains its
sense of purpose and direction. 19
Thus, while a strategic plan can be a useful product of a
strategic planning effort, it should not be confused with
strategic planning itself. To do so is to raise serious doubts
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about the effectiveness and timeliness of the organization's
planning activity.
"Sloughing Off Yesterday" 20
Questions which- seem to seldom be asked in universities
are, "What are we doing today that we should not be doing?" and
How can we stop so as to make room for new, more relevant and
effective activities?". It is understandable why such questions
were infrequently asked over the past few decades. Higher
education was in a period of rapid growth and new programs,
new personnel, and new buildings could simply be added on.
Resources were available to support both the old and the new,
the non-productive and the productive, the good and the bad.
This is no longer the case. Indiscriminately adding on is
a luxury which higher education can no longer afford. 21
Because higher education is now moving toward stabiliza-
tion, if not retrenchment, leaders must begin any planning ef-
fort by determining what can be eliminated from the current
set of activities. Only then will resources be available to
support the necessary innovations which environmental changes
will demand. Strategic planning begins by sloughing off yester-
day, and sloughing off yesterday begins by determining the
activities in which the institution is currently engaged that
will not contribute to the accomplishment of its goals and
objectives. The next step is to develop a plan to systemati-
cally phase out those activities in the fastest manner possible
consistent with the moral, ethical and legal obligations of
the organization.
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Obviously a determination of what to eliminate is much
more difficult than deciding what to add on. It is a question
seldom asked in any organization until a true crisis occurs
because it can have such a dramatic effect on people's lives.
This need not be the case if consideration is given to oppor-
tunities for retraining, staff development, and relocation.
Managed properly, exploring what to slough off can be an
exciting challenge for organization members, especially if
it offers the opportunity to implement new and creative ideas
tomorrow.
The author's opinion is that few universities have any
choice in this matter if they are to remain viable, healthy
organizations in the future.
Who Am I
?
One approach used in group training sessions to facili-
tate personal growth is an exercise called "Who am I?". In
the exercise, participants are asked to describe themselves
in as many different ways as possible so as to develop a point
of reference for further growth and development. Since most
people play out many different roles in life, the description
often takes on many dimensions. Who am I
,
as a parent; who am
I
,
as a professional; who am I
,
as a spouse; and who am I, as
a civic leader are but a few of the ways people use to describe
themselves
.
Once "Who am I?" has been developed, individuals are
asked to move to a description of "Who will I become?" if I
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continue on the same path I’m presently on. And finally
the group facilitator asks the person to answer the ques-
tion, "Who should I become?".
This approach to personal growth and development has
proven to be a powerful method of initiating behavioral change.
Forcing” individuals to look critically and realistically at
who they are and who they are becoming often results in their
determining that the current direction will lead to undesir-
able outcomes. focusing on the desirable outcomes, "Who should
I become?", enables the individual to begin to develop strate-
gies designed to lead to the result being sought.
These three questions, so simple to ask, yet so diffi-
cult to answer, are at the very heart of any successful planning
effort. They also serve as a useful way to differentiate be-
tween strategic planning and other types of planning. Stated
as organizational questions, they become: "What kind of an
organization are we?", "What kind of an organization will we
become?" and "What kind of an organization should we become?".^
In strategic planning, all three questions must be
answered, but they are addressed separately. And the question
that is most important- -"What kind of an organization (univer-
sity) should we become?"--is the question that is seldom asked
in most universities. In fact, it is only recently that
institutions have systematically approached the questions
"What kind of an organization are we?" and "What kind of an
organization will we become?". Unfortunately, most planning
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has simply consisted of answering these two questions (or
attempting to do so) and stopping. Strategic planning is
incomplete if this is done.
In Chapter V the author will discuss how each of
these questions may be answered by the organization. There-
fore, only a brief comment will be made at this point.
What Kind of Organiza tion Are We ?--The answer to this
question is intended to help the institution establish a
benchmark against which future progress may be measured. The
answer should be multi-dimensional and reflect the shared per-
ceptions of all the constituencies. In other words, a complete
internal audit should be conducted, one designed to provide a
realistic and objective picture of "who we are."
What Kind of Organization Will We Become? -
-In answer-
ing this question the organization should try to determine
what it will become in the future if no maj or changes are made.
This will require judgment about the environments with which
the institution interfaces as well as assumptions about the
evolution of internal affairs. Care should be taken not to
describe what the organization hopes it will become, but
rather to develop a realistic scenario of the expected future.
What Kind of Organization Should We Become? - -The third
question is critical in strategic planning. The question is
not answered by simply extending the current activities into
the future. The answer should be a result of a deliberate
effort to determine the unique role that the organization will
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play in society. That role may or may not be represented by
current organizational activities.
There will, of course, be ample time to reconnect
all three questions and answers at a later stage in the plan-
ning process. But, it is important that the institution break
away from the day-to-day activities and spend time developing
statements of its unique aspirations.
The Planning Gap.
--Once the three questions have been
answered, the next step is to compare them carefully. If there
is a difference between the "expected"-
-the kind of organiza-
tion we will become - - and the "ideal"--the kind of organization
we should become-
- then the organization's real work begins.
This difference, called the planning gap, signals that
changes must be made in current operations if the organization
is to reach its desired future. The task for the organization,
therefore, is to determine what change strategies it is best
suited to implement so as to insure a future condition that
approximates the ideal. The model in the next section is
designed to assist an organization accomplish this task.^
Summary
Inst itutional leaders
the choice of whether or not
long futurity; the situation
be done. Simply engaging in
tends current activities, or
cutting back equally on all p
in higher education no longer have
to make risk-taking decisions with
and their roles demand that this
year-to-year planning which ex-
reacting to current stress by
arts of the institution will insure
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one thing -
-uniform mediocrity.
One approach which offers a systematic way to break
with traditional views of the organization, and open the way
to develop unique futures for individual institutions is a
concept called strategic planning. Strategic planning, how-
ever, is seldom practiced in higher education. It is a con-
cept that is often misunderstood and few university leaders
have had experience with its use.
Strategic planning promises no miracles. However,
properly implemented, it forces organizations to deal realis-
tically with such questions as "What are we?" and "What will
we become if we continue without change?". Carried to a proper
conclusion, strategic planning stretches the organization to
ask the question "What should we become?". Answering this
last question and developing ways to accomplish the organiza-
tion's aspirations is the very essence of strategic planning.
Few organizations ever ask the questions, even fewer answer
them well. To do so is not easy, but doing so can be bene-
ficial to the organization with the courage and leadership to
try. As Drucker points out,
Defining the purpose and mission of the busi-
ness is difficult, painful, and risky. But
it alone enables a business to set objectives,
to develop strategies, to concentrate its re-
sources and to go to work. It alone enables
a business to be managed for performance . 24
Although Drucker 's reference is to business, the author
feels that the comments apply to institutions of higher educa-
tion as well. The model discussed below offers a framework
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within which to answer those difficult and painful
tial questions.
yet essen-
Background
GOST
GOST evolved as the planning system utilized by the
School of Business Administration at Southern Methodist Uni-
versity during the period 1971-1975. The system is an adapta-
tion of the OST (Objectives, Strategies and Tactics) System
developed by Patrick E. Haggerty, Chairman of the Board, Texas
Instruments, Incorporated. Haggerty developed OST for the
purpose of making organizational objectives clear through the
documentation of quantitative s tatements
-- statements that
ideally are a ".
. . shocking challenge to jolt managers away
from traditional, in-a-rut thinking. "25 Haggerty used OST
to guide Texas Instruments from a relatively small regional
enterprise to one of the largest electronics firms in the
world
.
In 1971 the School of Business Administration at
Southern Methodist University was given the opportunity to
engage in an extensive planning effort. Supported by a
$50,000 grant from the Perot Foundation, the School was chal-
lenged to develop a plan which, when implemented, would make
the SMU School of Business the "best in the Southwest .
"
2 ^
The grant itself was interesting in that it was one
of four such grants made to area business schools. Texas A
5 M University, North Texas State University, and Texas
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Christian University each received $50,000 along with a
similar mandate. The Perot Foundation implied that it would
consider aggressively funding the plan which it judged to
be best. Although no criteria were ever established for
judging the plans, each school must have felt comfortable
with the guidelines and eager to proceed. This was obvious
from the fact that no one turned down the money!
As work got underway, those responsible for the plan-
ning effort in the SMU Business School began looking for a
planning framework within which to organize the school's
ideas. After several false starts with PPBS (Planning,
Programming Budgeting System), MBO (Management by Objectives)
and a number of hybrids of each, an adaptation of the Texas
Instruments planning model was chosen. 27
The first plan produced was in the format of Objec-
tives, Strategies and Tactics. It was only after several
iterations of the planning cycle that OST evolved into GOST.
To our knowledge it was the first time the model had been used
*
in higher education.
The Basic Concept
GOST is an hierarchical strategic planning and control
model which moves in a logical, disciplined manner from general
statements of organizational aspirations (GOALS) to more spe-
cific statements of expectations (OBJECTIVES) to carefully
selected implementation plans (STRATEGIES) to very specific
work tasks (TACTICS) . The system cascades from Goals through
Objectives and Strategies to Tactics, as shown in Figure 4.1.
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Fig. 4.1. GOST Hierarchy
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Each level in the model's hierarchy is completed before moving
to the next level. Although the various levels are often inter-
active in the initial stages, closure must be reached on one
level before finalizing plans at the next level down. Each
level can be summarized as follows:
Goals --------- Broad statements of ASPIRATION
for the organization toward which
the enterprise is always headed
as a final purpose.
Objectives- ------ Broadly defined, but measurable,
statements of EXPECTATIONS and
purposes
.
Strategies- ------ Long-range general plans of action
aimed at the achievement of an
Obj ective (s)
.
Tactics -------- Short-term action programs which
support a Strategy(s).
A detailed explanation of each level is given below.
Goals and Objectives
Writers and planners have argued for years over the dif-
ference between goals and objectives. A review of the litera-
ture finds that the two are often used interchangeably. How-
ever, it is important in the GOST Model to understand that each
represents a different, yet equally important, element of the
planning process. Both are statements of organizational in-
tents; however, they differ in important ways, as will be shown
below
.
Goals . - -As used in GOST, Goals are broad statements of
aspirations for the organization toward which the enterprise
is always headed as a final purpose. They represent very broad
statements of the intentions for the organization. Their
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achievement is most often a matter of subjective judgment, be-
cause seldom are the Goals of the organization quantifiable.
They represent pinnacles of aspiration, or ideals and collec-
tively they are the organization's directional signals.
For example, they following statements represent Goal
Statements
.
To be an educational organization where all persons
may participate without regard to personal financial
condition, age, seniority, formal education, race
sex, or religion.
To develop flexible and accessible educational
faculties and programs that may be utilized with-
out regard for having to learn at a special time
or place, and so that education is an integral
part of personal and professional life
.
25
Neither of the above statements is time oriented nor
quantified. However, someone reading these statements should
be able to discern some of the institutional philosophy, and
the general direction in which the organization wants to move.
While many management writers would argue that creat-
ing Goals is strictly the responsibility of top management,
the author does not believe that this is true in universities.
The very nature of the organization dictates that the estab-
lishment of Goals must be a collaborative effort between all
constituencies. This will, of course, require time, dedication
and patience, and as suggested in Chapter III, may require
different leadership styles with each constituency.
While the university's top management does not have
the responsibility for creating Goals in isolation, they do
have the responsibility for creating the structure within which
Goals may be formulated. It is important that the institution s
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leadership create a planning environment in which Goals that
are inspiring, leading, challenging, feasible but difficult
to attain can be developed. It is also their responsibility
to see to it that Goals are broadly and comprehensively phrased
and stated so as to facilitate the communication of institu-
tional purposes to all interested constituencies.
It is important to understand that organizations nor-
mally have a multiplicity of interrelated Goals rather than a
single intention. This is especially true in complex organi-
zations such as colleges and universities. Each constituency
within the institution is certain to have ideas about what
the Goals of the organization should be. Studies by Gross and
Grambsch, Baldridge, Peterson, and Cohen and March have all
addressed this issue . 31 Each speaks to the importance and
complexity of university Goal systems. Dealing effectively
with each constituency to achieve Goal congruence is no small
task for the university president. Ways to approach this
problem will be addressed in the next chapter.
An important characteristic of GOST is that each Goal
in the organization has a Goal Manager. The Goal Manager is
responsible for formalizing the organizational intent in a
written statement, periodically reviewing the organization's
performance against that Goal, and recommending revisions in
the organizational plans when necessary. An individual may
be responsible for more than one Goal, but each Goal must have
a Goal Manager who is accountable for its achievement.
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In the GOST hierarchy, every Goal must be supported
by at least one Objective but may be supported by more than
one. As will be seen below, Objectives translate the broad
general Goal Statements, into measurable intentions.
Goals, as used in GOST, might be summarized as follows
1. They are broad statements of organizational
intention.
2. Their achievement is a matter of subjective
j udgment
.
3. They represent pinnacles of aspiration, or
ideals
.
4. Collectively, they are the organization's
directional signals.
5. They are determined by involving all con-
stituencies of the organization.
6. They should inspire, challenge, and motivate
members of the organization toward better
performance
.
7. They should be non-time oriented.
8. They should be comprehensive and broad in
scope
.
9. Each Goal should have a Goal Manager who is
responsible for its achievement.
10.
Each Goal must be supported by at least one
Objective, but may be supported by more than
one . *
The importance of clearly articulated Goal Statements
cannot be over- emphas i zed. Collectively they communicate ex-
actly what kind of organization the institution aspires to be
come. They reflect an institutional philosophy and provide a
general frame of reference within which all institutional af-
fairs are conducted. Establishing Goals for the organization
is the first step in answering the question "What should the
organization become?" and is at the very heart of strategic
1 S 5
planning. Only a clear definition of mission and purpose of
the institution makes possible statements of clear and real-
istic Objectives. Goals are the foundation upon which Objec-
tives, Strategies, and Tactics are built.
Objectives .
--Like Goals, Objectives are statements of
organizational intents. Unlike Goals, however, Objectives are
measurable statements of expectations and purposes. Just as
Goals are needed to establish the basic definition of the
institution, its purpose and mission, Objectives are needed
to insure that Goals do not remain dreams, good intentions,
and brilliant epigrams which never are achieved.
In the GOST Model, Objectives are derived from Goals.
They ope i at i onali ze the Goal statements. Each Objective must
support at least one Goal, but may support more than one.
Each Objective is specified so that the time and level of
achievement intended is clearly spelled out. For example, the
following statements are Objectives taken from the SMU School
of Business Strategic Plan.
To search for and develop students on an inter-
national basis who can benefit from attendance
at SMU, and who are representative of society at
large with regard to ethnic backgrounds, age, sex,
and socio-economic backgrounds. The distribution
of the students enrolled in the various degree
programs will be:
Graduate- Full Time 500 by 1980
Graduate- Part Time 500 by 1980
Undergraduate 850 by 1976
To develop a system of assessment, selection, coun-
seling, and advising which will identify individual
differences and different learning needs and styles
among students (of all ages) and will help students
(of all ages) to develop educational, career, and
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personal plans, to learn to use a variety ofresources for learning, and to develop strate-gies for self education. To have such a systemavailable to all students in SBA by Fall, 1977.32
As can be seen, the statements above differ signifi-
cantly from the more general statements of intent represented
by Goals. The operationalization of Goals through Objective
Statements makes possible the concentration of resources and
efforts within the organization. This is important because
sooner or later everything "degenerates into work." 33 Objec-
tives provide the organization with the necessary information
about where "work" should be focused.
In the examples given earlier, Objectives were stated
in a brief, easily readable format. In practice, each Objec-
tive would be accompanied by written documents, derived from
addressing the question "What should we become?". The sup-
porting documents should, at a minimum, address the following
questions pertaining to the Objectives:
1. Is it a challenging, leading, innovative
Objective, or an easily obtainable, tradi-
tional Objective?
2. If it is achieved on schedule, as described,
will most people judge that it was a signi-
ficant achievement?
3. Is the Objective associated with the entire
University, part of the University, other Uni-
versities, Schools, business, government-'-who
is affected?
4. What is the present level of performance of
those affected relative to this Objective?
5. What new capabilities must be developed in
order to achieve the Objective? At what cost?
6. To what extent will the achievement of this Ob-
jective interfere, overlap, or facilitate other
Obj ectives?
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7 .
8 .
9 .
10 .
What internal or external i
possibly interfere with the
this Objective?
nfluences might
achievement of
How will progres
the Objective be
s toward achievement
measured?
Specifically, what Goal(s) does thistive support?
of
Ob j ec-
What contingencies have been provided
case the Objective cannot be achieved?
in
Eacn Objective is the responsibility of an Objective
Manager who is held accountable for its success. The Objec-
tive Manager, who may be responsible for more than one Objec-
tive, is expected to formalize the Objective in a written
statement, answering the questions above. The Objective
Manager periodically reviews progress toward the achievement
of the Objective with the Goal Manager(s) responsible for
the Goal (s ) which the Objective supports. Modification in the
Objective may then be made when necessary.
The last point is extremely important. The author
stated earlier that Objectives must be specific and that they
provide a basis for concentrating resources. But, Objectives
t
are not intended to be organizational s trait j ackets . Objec-
tives, like other parts of a strategic plan, are based upon
assumptions and expectations about the future. As those ex-
pectations change, which is inevitable, so may the organiza-
tional Ob j ectives . It is important that Objectives be care-
fully developed, so as to minimize the need for constant
revision. It is just as important that Objectives which are no
longer based upon valid expectations be replaced by ones which
more accurately reflect the desired direction of the enterprise.
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The formulation of organizational Objectives should
be achieved without consideration for how they will be accom-
plished. While this may seem odd at first, it is one of the
only ways to avoid the "in-a-rut thinking"^ mentioned earlier
This separation of ’’What?" from "How?" does not mean that
Objectives should be unrealistic and based upon wishful think-
ing. But it does mean that they should be the result of
creative thought concerning "What we should become." The link
age with the organization in its present condition will come
soon enough . - ^ When it does it may, in fact, require some
modification of the Objectives. It may also be a pleasant sur
prise to find that stretching the organization, by asking it
to think about alternative futures without the shackles of
current encumbrances, may lead to interesting and exciting
results
.
Although Objectives are not supposed to answer the
question of "How?", Strategies are designed specifically to
do just that. In the GOST hierarchy, each Objective is sup-
ported by at least one Strategy, but may be supported by more.
To summarize, Objectives:
1. Are written, specific, measurable statements
of organizational intents.
2. Are the basis for the concentration of re-
sources and effort in the organization.
3. Support one or more Goals.
4. Are supported by one or more Strategies.
5. Are the responsibility of an Objective
Manager
.
Answer the qeustions "What ?", "When?" , "Where?" ,
but not "How?".
6 .
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7. Are intended to operationalize the
Goal statements of the organization.
8. May be modified as the organization's
expectations about the future change.
As Drucker has stated,
Objectives are not fate; they are directions.
They are not commands; they are commitments.
They do not determine the future, they are
means to mobilize the resources and energies
of the (institution) for the making of the
future . 3 6
Strategies
Simply stated, Strategies are long-term general plans
of action aimed at the achievement of one or more organiza-
tional Objective. Just as with Goals and Objectives, the
plural form of the word is appropriate for most organizations.
Even those organizations that choose to refer to their "grand
strategy" usually have a number of Strategies upon which they
depend. This would certainly seem to be the case with univer-
sities .
Martin has identified three categories of Strategies
which universities may find helpful:
1. Educational or Research Strategies -- those
which are basically academically oriented.
2. Financial Enhancement Strategies -- those which
are internally oriented to control costs and/or
expenses
.
3. Organizational Support Strategies -- thos e as-
sociated with necessary staff and support func-
tions such as the central shops, libraries, the
computing center, admissions office, registrar,
and other administrative activities. 37
These categories may not be sufficient for all institutions and
certainly should not be viewed as restrictive. It is more im-
portant to understand the concept of a Strategy and its
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relationship to other parts of a strategic plan than it is
to label it correctly.
In the GOST Model, each Strategy is designed to sup-
port one or more Objective. Completely developed, they state
"How" Objectives will be achieved. Strategies are generally
designed to cover an extended period of time, sometimes five
to ten years. Successfully designed, they will represent the
organization's best estimate of how it can most effectively
interface with its environments to achieve its Objectives.
Since Strategies are long-term plans, it is important
that the organization have means of monitoring its progress
throughout the plan's implementation. In GOST this is accom-
plished by establishing intermediate Checkpoints, or mile-
stones, against which progress may be measured. Each Check-
point is supported by at least one Tactical Action Project
(TAP) which shows exactly how to get to the Checkpoint.
Periodic review of each Strategy and its accompanying Tactical
Action Project (s) helps determine whether or not the organi-
zation's plans are being accomplished. If not, appropriate
action must be taken.
Each Strategy is the responsibility of a Strategy
Manager. The Strategy Manager is responsible for develop-
ment of the Strategy and held accountable for its implementa-
tion. Once a Strategy has been formally adopted, the Strategy
Manager holds periodic reviews with the Objective Manager(s)
responsible for the Objective(s) supported by the Strategy and
the TAP Managers responsible for the supporting Tactical
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Action Projects.
The Strategy Manager is responsible for translating
the Strategy into a comprehensive written scenario designed
to effectively communicate the essence of the plan to other
members of the organization. Since there is almost always
more than one way to accomplish an Objective, the scenario
should clearly state why this Strategy is being proposed over
others. The statement should define the opportunity toward
which the Strategy is oriented, needs to be satisfied, and
problems which must be solved.
During the development of Strategies, the organization
must address the questions: "What kind of an organization are
we?" and "What kind of an organization will we become?". Can-
did answers to these questions will enable the institutional
planners to systematically select the Strategies which show
the most promise for moving the organization from where it is
to where it wants to be. If new technologies or other innova-
tions will be required to successfully implement the Strategy,
every effort should be made to identify them in advance. The
Strategy Manager should be clear about the relationship of the
Strategy with other Strategies in the organization. If inter-
nal or external competition is likely to impact or be impacted
by the Strategy, it should be stated in the scenario.
Since the organization’s decision to make a commitment
to a Strategy can mean a significant allocation of resources,
every effort should be made to determine the futurity of that
decision
.
Even in doing so, it is almost certain that
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unexpected events will
egy. Therefore, contin
"What if?" questions at
Strategies can help min
expecting the unexpecte
occur which will influence
gencies must be considered
an early stage in the deve
imize the grief that comes
d!
the Strat-
Asking the
lopment of
from not
Finally, it is important that Strategy Statements in-
clude detailed information on costs, and the probable
contribution to the organization if the Strategy is success
fully implemented. The Strategy Manager’s assessment of the
probability of successfully implementing the Strategy should
also be included. In doing so, it is often useful to quantify
this assessment on a. scale of one to one hundred, using a
probability distribution if possible.
A
The discussion on Strategies, as conceived in the
GOST Model,
1 .
2 .
3 .
4.
may be summarized as follows:
Strategies are long-term, general plans of
action aimed at the achievement of one or
more organizational Ob j ective (s)
.
Strategies are designed so as to posture the
organization in the most advantageous position
relative to its environments and to maximize the
probability of achievement of organizational
Ob j ect ives
.
Every Strategy supports at least one organiza-
tional Objective, but may support more than one.
Every Strategy Checkpoint must have at least one
TAP showing how it will be reached, but it may
have more.
5. Every Strategy has a Strategy Manager who is re-
sponsible for its design and implementation.
6. Strategies are formalized in written statements
(scenarios) which detail opportunities, innovations
competition, contingencies, costs, benefits, and
organizational commitments relevant to the Strategy
7. Strategies specify "How" Objectives are to be
achieved.
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Tactics
Tactics, or Tactical Action Projects (TAPs), are
short-term action projects designed to facilitate the achieve-
ment of each major Checkpoint in a Strategy. A TAP may sup-
port more than one Checkpoint in the Strategy and one Check-
point may be supported by more than one TAP. Whereas Strate-
gies are usually accomplished over a long time period, TAPs
are accomplished in a relatively short time frame, usually six
to eighteen months.
TAPs are formalized in very specific written plans.
The written document clearly specifies which Strategic Check-
point the TAP is designed to achieve, the person responsible
for implementing the TAP, resources required to accomplish the
ii\P, start and completion dates, and the step by step activi-
ties associated with the project. In other words, it is a
detailed representation of day-to-day activities intended to
result in the accomplishment of Strategic Checkpoints, which
in turn lead to the accomplishment of Strategies, which in turn
lead to the achievement of Objectives, which are directed to-
ward the realization of Goals.
Each Tactical Action Project is the responsibility of
a TAP Manager. The TAP Manager is expected to formalize the
plan so that it includes the information mentioned above.
Periodically (usually quarterly) the TAP Manager holds review
sessions with the Strategy Manager responsible for the Strategy
supported by the TAP, as well as with Managers of related TAPs.
TAP Managers are responsible for making modifications in the
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plan as necessary to insure the timely accomplishment of the
Strategic Checkpoint.
Examples^
The previous discussion should make it clear that GOST
is an hierarchical planning model designed to assist an organi
zation to progress systematically from very general statements
of purpose to very specific day-to-day plans. As the organi-
zation moves from Goals to Objectives to Strategies to Tactics
each level in the hierarchy becomes more specific than the
level preceding it. Each level supports the level above it
and in turn is supported by the level directly below. The
following abbreviated examples may serve to further clarify
the relationships between each level in the hierarchy.
Example I - General Example:
GOAL
OBJECTIVE
STRATEGY
TACTIC
Go west young man, go west.
Go to California on Tuesday, May 18, 1976
Go by plane
•
Buy a ticket, pack a bag.
Example II - Military Example:
GOAL
OBJECTIVE
STRATEGY
TACTIC
To win a lasting peace in the world.
To win World War II by September, 1945
To defeat Germany by June, 1945.
To invade Europe on June 16, 1944.
Example III - Educational Example:
GOAL: To be. an educational organization where all
persons may participate without regard to
personal financial condition, age, seniority,
formal education, race, sex, or religion.
OBJECTIVE: To search for and develop students on an
international basis who can benefit from
attendance at SMU
,
and who are represen-
tative of society at large with regard to
ethnic backgrounds, age, sex, and socio-
economic backgrounds. The distribution of
16S
STRATEGY:
TACTIC:
the students enrolled indegree programs will be:
the various
Graduate-Full Time 500 by 1980Graduate-Part Time 500 by 1980Undergraduate 850 by 1976To deveiop an international network of alumniand university associates who will recruitand screen students at the local level, bringhem to the attention of the university re-cruiting office and help develop means of
supporting the student during his/her tenure
l the university. The network is to beiully operational by September, 1974.
To develop a computerized alumni records
system and have it fully operational bySeptember, 1972.
Obviously the examples are overly simplified in order
to illustrate the concepts. In actual practice there might
be several Objectives that support the Goals given in the
examples. Likewise there would probably be several Strate-
gies supporting the Objectives and several Tactics supporting
the Strategies. Each element in the plan would be spelled
out in great detail as described earlier. But even with
the shortcomings of shorthand notations, these brief examples
illustrate how each level in the hierarchy relates to the
other to formulate a comprehensive action plan for an organi-
zation.
Summary
GOST is a strategic planning system which provides
its user with a disciplined approach to managing change. Pur-
posefully designed to demand the systematic questioning of
what an organization SHOULD become, GOST helps the enterprise
avoid the tendency to continue with programs and operations
simply because they currently exist. Properly utilized>GOST
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can assist an organization to overcome "in- the-rut " 39 think-
ing and make major breakthroughs through innovative planning
for the future. But the initiation of a strategic planning
effort using GOST is not easy. Its success depends upon
informed and dedicated leadership. The institution's manage-
ment must develop skills in the technical aspects of strate-
gic planning and in the human aspects as well. Systemati-
cally applied, GOST can guide an institution through the
examination of the basic values and philosophy upon which
the organization is founded to the design of specific plans
consistent with those values.
In this chapter GOST was presented as a strategic
planning model. In Chapter V GOST and Situational Leader-
ship Theory, developed in Chapter III, are integrated into
a total planning process for an organization. There it will
be shown how leaders in higher education may apply the con-
cepts of strategic planning and leadership in the management
of their institutions.
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CHAPTER V
DEVELOPING A PLANNING PROCESS
The system, with its massive inertia, resistsfundamental change, rarely eliminates outmoded
J
ignores the differing needs of studentsseldom questions its educational goals and almost’never creates new and different types o? instUu-
--Newman Report 1
Introduction
Earlier the author pointed out that higher education
in America has entered an era in which its future is no longer
predictable. Throughout much of its three and one-third cen-
tury history its course of progress was marked by clarity and
confidence. Now, as Clark Kerr points out, its destiny is no
longer so clearly manifest
.
2 He writes:
One thing is certain and that is that the answers
are not all predetermined, that the final outcome
wr ill depend on the quality of our decisions as we
move along and, particularly, on the early deci-
sions as we begin to chart the directions of this
new era .
$
Throughout this dissertation the author has advocated that chart-
ing new directions for higher education be undertaken by apply-
ing the concepts of strategic planning, and that leadership
for such an undertaking be vested in the presidents of our
institutions
.
In Chapters III and IV the concepts of leadership and
strategic planning were discussed with emphasis on Situational
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Leadership Theory and GOST. In this chapter the two concepts
will be integrated into a total planning process. Two over-
riding themes permeate the entire chapter. The first is the
importance of a systematic approach to organizational planning.
The second is the critical nature of the leader's role in the
planning process.
Step I
--Making a Decision to Plan
Introduction
Strategic planning is, in effect, a major change stra-
tegy for an organization. As such, the decision to engage in
institutional planning-
- real planning-
-must not be made capri-
ciously. Too often, however, that is exactly how the decision
is made. The effect is usually a dissatisfaction with both
the planning process and the planning result.
The decision to plan will commit the institution to
new activities and will potentially alter the entire direction
of the enterprise. Therefore, care must be taken to make the
decision with knowledge of its potential impact and with
specific purposes in mind. In other words, the decision to
plan is a s t rategi
c
decision and knowledge of its futurity is
important before planning actually begins.
Thus far it has been assumed that strategic planning
is needed in most institutions of higher education. While
the author believes that this is a valid assumption, it is
important that this approach to managing change be placed in
proper perspective. There are a number of ways to initiate
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change in an organization. And while strategic planning repre-
sents one very comprehensive approach, it is but one of a num-
ber of alternatives from which the organization may choose.
To be successful, strategic planning must address
specific problems that the organization has identified. This
implies the need for a diagnosis of the organization before
the planning decision is made. In fact, the leader must be
concerned with three diagnoses at this point in the process.
One involves an institutional evaluation to determine if strate-
gic planning is the appropriate intervention. Another is con-
cerned with a determination of the appropriate constituent
involvement in the decision of whether or not to plan. Still
another requires introspection by the leader as he assesses
his personal role in the proposed planning activity.
It is difficult to say which of the three diagnoses
should come first. It is, hoivever, the author's choice to
discuss them in the following order: (1) the constituent
diagnosis to determine how the decision should be made and who
should be involved in the decision; (2) the organizational
diagnosis to determine if strategic planning is the appro-
priate intervention; and (3) the leader's self-assessment. In
practice, the ordering will depend upon situational variables
and generally will be a matter of choice for the leader. The
three are, in fact, iterative in nature and it is not uncommon
for them all to take place simultaneously. It is more impor-
tant for the leader to recognize that all three diagnoses must
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take place before reaching a final decision to launch a strate-
gic planning effort than it is to put them in some specific
order.
How the Decision Is Made
The nature of university decision-making has changed
greatly over the past decade. The concept of shared gover-
nance that emerged during the early 1970 s resulted in a wide
sharing of power within most institutions. In some cases this
made decision-making a very frustrating, lengthy process be-
cause of the necessary requirements for approval. At times
it seemed that no decision could be made without first check-
ing with an endless number of committees. It was an era in
which everyone had to be involved in every decision. Fortu-
nately, some of that is changing.
The author senses that the university is entering a
"new” era of decision-making characterized by responsibility
and accountability, collective bargaining notwithstanding.
It is an era in which decision responsibility will be delegated
to individuals and constituent groups within the institution.
They will then be held accountable to the other members of
the organization for the quality of the decisions they make.
The university will attempt to retain the desirable features
of shared governance while building more efficiency and effec-
tiveness into the decision process.
As this era emerges, institutional leadership may find
that it enjoys more freedom in decision-making than it has had
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m many years. But it is a freedom that must be used wisely.
The leader who makes unilateral decisions when constituent in-
volvement is called for may be efficient, but will probably
stand little chance of support over the long run. On the
other hand, endless debate over issues which demand immediate
resolution may have a devastating impact on the institution.
The leader, therefore, is faced with a problem of assessing
the situational variables and determining the most appropriate
method to use for each decision. In essence this means deter-
mining the nature of constituent involvement in the decisions
for which the leader is responsible.
The work of Victor Vroom and Philip Yetton provides a
useful framework for analyzing alternative ways to involve
constituents in organizational decisions. 4 Their work focuses
on six alternative decision styles, any one of which may be
appropriate, or inappropriate, depending upon situational
variables. The six styles are summarized in Table 5.1.
In order to determine which of the six styles is theo-
retically the best, the leader must first diagnose the situa-
tional variables surrounding the decision to be made. Table
5.2 provides a list of diagnostic questions which may be used
to determine the attributes of the decision. These questions
are repeated in the Vroom and Yetton Decision Model shown in
Figure 5.1. The Model is constructed in the form of a decision
tree with each branch representing a "Yes" or "No" response
to one of the nine diagnostic questions labeled "A" through
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TABLE 5.1
TYPES OF MANAGEMENT DECISION STYLES
Styles Description
AI You solve the problem or make the decision yourself, usinginformation available to you at that time.
All You obtain the necessary information from your subordinate (s),then decide on the solution to the problem yourself. You
may or may not tell your subordinates what the problem isin getting the information from them.
Cl You share the problem with relevant subordinates individu-
allY » getting their ideas and suggestions without bringing
them together as a group. Then you make the decision that
may or may not reflect your subordinates’ influence.
CII You share the problem with your subordinates as a group,
collectively obtaining their ideas and suggestions. Then
you make the decision that may or may not reflect your
subordinates’ influence.
GII You share a problem with your subordinates as a group.
Together you generate and evaluate alternatives and attempt
to reach agreement (consensus) on a solution. Your role
is much like that of chairman. You do not try to influence
the group to adopt "your" solution and you are willing to
accept and implement any solution that has the support of
the entire group.
DII You turn over the problem to your subordinates as a group.
Let them generate and evaluate alternatives and attempt
to reach agreement on a solution without any involvement
from you. When they reach agreement, they tell you what
their solution is and then you together with them begin
the process of implementation.
Source: Adapted from Vroom, "Managerial Decision
Making," and Vroom and Yetton, Leadership .
TABLE 5.2
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DECISION ATTRIBUTES USED IN THE VROOM
DECISION STYLES MODEL
A.
B.
C.
D.
E.
F.
G.
H.
I.
Decision Attributes Diagnostic Questions
The importance of the quality
of the decision.
Is there a quality requirement
such that one solution is
likely to be more rational
than another?
The extent to which the leader
possesses sufficient informa-
tion/expertise to make a high-
quality decision by himself.
Do I have sufficient informa-
tion to make a high-quality
decision?
The extent to which the problem
is structured.
Is the problem structured?
The extent to which acceptance
or commitment on the part of
subordinates is critical to
the effective implementation
of the decision.
Is acceptance of decision by
subordinates critical to
effective implementation?
The prior probability that
the leader's autocratic deci-
sion will receive acceptance
by subordinates.
If you were to make the
decision by yourself, is it
reasonably certain that it
would be accepted by your
subordinates?
The extent to which subor-
dinates are motivated to attain
the organizational goals as
represented in the objectives
explicit in the statement of
the problem.
Do subordinates share the
organizational goals to be
obtained in solving this
problem?
The extent to which subor-
dinates are likely to be in
conflict over preferred solu-
tions .
Is conflict among subordinates
likely in preferred solutions?
The extent to which subordin-
ates are willing to make a
decision on their own without
inputs from the leader.
Are subordinates willing to
make the decision without your
involvement?
The extent to which subordin-
ates are able to make a deci-
sion on their own without
inputs from the leader.
Are subordinates able to make
the decision without your
involvement?
Source: Adapted from Vroom, "Managerial Decision Making," and
Vroom and Yetton, Leadership .
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"I" at the top of Figure 5.1.
Entry into the Model is made from the left hand side
of the decision tree. The process always starts by answering
diagnostic question "A." After answering question "A” with
a "Yes” or "No" response, the leader traces a path along the
appropriate branch until a fork in the tree is encountered.
That fork will be directly under the next diagnostic question
which the leader must answer. For example, if the answer to
diagnostic question "A” is "No," the "No" branch would be fol-
lowed until the fork located directly under diagnostic question
"D" is encountered. On the other hand, if the answer to
question "A" is "Yes," then the "Yes" branch would be followed
until the fork directly under diagnostic question "B" is en-
countered. The question and answer process is continued, with
the leader answering each question above each fork encountered,
until a branch is selected that terminates at one of decision
styles summarized in Table 5.1, i.e., AI
,
ATI, Cl, CII, GII
,
or DI I
.
The Decision Model enables the leader to describe deci-
sions with sixteen different sets of attributes represented by
different combinations of "Yes" and "No" answers to the nine
diagnostic questions. Each of the sixteen decision types theo-
retically calls for the decision style shown at the terminal
points of the branches of the decision tree. The Decision Rules
used to develop the Model are included in Table 5.3.
Although the Decision Model in Figure 5.1 defines only
TABLE 5.3
VROOM AND YETTON DECISION RULES
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1. The Information Rule ,
tant and if the leader does not
to solve the problem by himself
If the quality of the decision is impor-
possess enough information or expertise
AI is eliminated from the feasible set.
The Goal Congruence Rule . If the quality of the decision isimportant and if the subordinates do not share the organizational
goals to be obtained in solving the problem, GII is eliminated from
the feasible set.
3* The Unstructured Problem Rule. In decisions in which the
quality of the decision is important, if the leader lacks the necessary
information or expertise to solve the problem by himself, and if the
problem is unstructured, i.e., he does not know exactly what informa-
biort is needed and where it is located, the method used must provide
not only for him to collect the information but to do so in an effi-
cient and effective manner. Methods that involve interaction among
all subordinates with full knowledge of the problem are likely to be
both more efficient and more likely to generate a high-quality solu-
tion to the problem. Under these conditions, AI
,
All, and Cl are
eliminated from the feasible set.
4* The Acceptance Rule . If the acceptance of the decision by sub-
ordinates is critical to effective implementation, and if it is not
certain that an autocratic decision made by the leader would receive
that acceptance, AI and All are eliminated from the feasible set.
5. The Conflict Rule . If the acceptance of the decision is crit-
ical, and an autocratic decision is not certain to be accepted, and
subordinates are likely to be in conflict or disagreement over the
appropriate solution, AI, All, and Cl are eliminated from the feasible
set.
6. The Fairness Rule . If the quality of decision is unimportant
and if acceptance is critical and not certain to result from an autocratic
decision, AI, All, Cl and CII are eliminated from the feasible set.
7. The Acceptance Priority Rule . If acceptance is critical, not
assured by an autocratic decision, and if subordinates can be trusted,
AI, All, Cl and CII are eliminated from the feasible set.
8. Maturity Rule . If it is appropriate to use a GII style then
it might be possible to use a DII style. To determine whether a DII
style could be used questions "H" and "I" have been added. These
questions get at- the willingness (motivation) and ability (competence)
of subordinates to make a decision without inputs from the leader. If
the answer to both of these questions is "yes," the leader need not
waste his time participating in a GII decision-making style. If, on
the other hand, the answer to either "H" or "I" is 'no, a GII decision
style should be adopted.
Source: Adapted from Vroom, "Managerial Decision Making," and
Vroom and Yetton, Leadership .
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the best decision style for each type of decision, Vroom
and Yetton actually identify several acceptable styles which
give some additional flexibility to the theory. The decision
types and the feasible set of decision styles are shown in
Table 5.4.
The management decision styles defined by Vroom and
Yetton are similar to the leadership style classification de-
scribed in Situational Leadership Theory. The relationship
between the two frameworks is shown in Figure 5.2. The Vroom
and Yetton Model is not dependent upon Situational Leadership
Theory. However, each complements the other and provides a
basis for verification of the leader's diagnosis.
Using the Vroom and Yetton Model and/or Situational
Leadership Theory, the leader should be able to determine the
most appropriate way to involve each constituency in the deci-
sion to plan. In making that determination, the leader must
be sensitive to constituent involvement for political as well
as substantive and legal reasons. If a .decision is made to
initiate a strategic planning effort, the intended result will
be a plan which is best for the institution. But the best plan
is one which is feasible; politically feasible, legally feasible
and substantively feasible.
Political observers were fond of saying that plans
developed during the Economic Stabilization Program of the
early 1970s were economically feasible, but not politically
In fact these plans were simply not feasible becausefeasible
.
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TABLE 5.4
DECISION TYPES AND THE FEASIBLE
SET OF DECISION PROCESS
Decision Type Acceptable Methods
AI, All, Cl, CII, GII
2. AI, All, Cl, CII, GII
3. GII
4. AI, All, Cl, CII, GII*
5. AI, All, Cl, CII, GII*
6. GII
7. CII
8. Cl, CII
•k
9. All, Cl, CII, GII
k
10. All, Cl, CII, GII
k
11. CII, GII
12. GII
13. CII
*
14. CII, GII
15. DII, GII
16. DII, GII
*Within the feasible set only when the answer to
question F is YES. 4
Source: Adapted from Vroom, "Managerial Decision
Making," and Vroom and Yetton, Leadership .
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they did not meet both political and economic criteria. This
principle applies equally to universities. Careful considera-
tion of political factors as well as all other factors in the
early stages of planning can help prevent, or at least mini-
mize, destructive action by uninvolved constituents later in
the process. Basically, consideration should be given to the
inclusion of those constituencies who: (1) can provide sub-
stantive inputs to the planning process; (2) will be important
in the plan's implementation because of their political influ-
ence; and (3) must be included because of state, federal, or
local requirements or organizational restrictions such as those
imposed by charters, constitutions, or bylaws.
Diagnoses to determine the appropriate constituent
involvement will be important at each step in the planning
process. And at each step, the concepts discussed above should
prove helpful to the institution's leader. However, at no time
in the process will accurate diagnosis and selection of leader-
ship style be more critical than during ehis initial planning
phase.
Evaluating Organizational Effectiveness
Up to this point the leader has been primarily concerned
with constituent diagnoses. During this period it is inevi-
table that some evaluation of the organization will also take
place. However, it may be presumed that a thorough organiza-
tional diagnosis has not occurred. The leader must now turn
his attention to this, the second diagnostic task that must
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precede the decision to initiate strategic planning in the
organization.
The organizational diagnosis is designed to determine
if there is a difference between what the institution wants to
accomplish and what is actually happening. There are, of
course, many different ways in which to conduct the initial
diagnosis. As Blanchard points out, ".
. . the skills of
diagnosis involve techniques for asking the right questions,
sensing the environment of the organization, establishing ef-
fective patterns of observation and data collection, and
developing ways to process and interpret data .” 5
The author has found that simply answering the "Who
Am I?" questions discussed in Chapter IV will often be suf-
ficient to obtain an initial evaluation of the organization.
A leader's preliminary determination of the kind of organiza-
tion the institution is, will become and should become will
often provide a basis for determining if the planning is
needed. If there is a difference between the "ideal" and the
"actual," i.e., a planning gap does exist, then strategic
planning may be required to close that gap.
While answering the "Who Am I?" questions will provide
a good preliminary diagnosis, a more comprehensive evaluation
may be desirable. A diagnostic framework which is useful for
that purpose is provided by Rensis Likert. ^ He identified
three variables- - causal
,
intervening, and end- results - -which
may be analyzed to determine organizational effectiveness.
135
-
Sal yarlables
.
are independent variables which can
be changed or altered by the organization. They are factors
which are under the control of leadership in the organization
and which influence the events within an organization. Examples
of causal variables are leadership style, management strategies,
organizational structure, and organizational goals and objectives.
Causal variables act upon the human resources or
int ervening variables within the organization. Intervening
variables represent the current internal state of the organi-
zation and are represented by the skills, loyalty, commitment
to objectives, motivations and morale of the people who work
in the institution.
Output o r end- result var i ab 1 e
s
are the dependent vari-
ables that reflect the achievements of the organization. Most
evaluations of organizational effectiveness focus on the end-
result or output variables and look exclusively at measures of
production. However, Likert suggests that it is wise to look
beyond the end-result in a diagnosis to try to determine the
cause of any performance deficiency. The relationships between
these three types of variables are described in Table 5.5.
In the pages immediately ahead, Likert's framework
is used to illustrate how leaders might go about making an
organizational diagnosis as a prerequisite to making the deci-
sion to plan. Several other theoretical concepts will be
integrated into Likert's framework and several diagnostic instru-
ments which may prove helpful in completing this phase of the
planning process will be suggested.
TABLE 5.5
RELATIONSHIP BETWEEN CAUSAL, INTERVENING
AND OUTPUT VARIABLES
‘
’
Intervening
.
t0
Variables influence
Output
Variables
Causal act upon
Var iables
Management
Management
strategies
Organizational
structure
Organizational
ob j ect ives
Technology-
Strategic
planning
Perceptions
Expectations
Role concepts
Attitudes
Faculty tradition
Faculty values
and goals
Commitment to
ob j ect ives
Motivational
forces
Morale
Degrees conferred
Costs
Productivity
Grants/ contracts
Faculty-
administration
relations
Turnover
Source: Adapted from Hersey and Blanchard, Management
of Organizational Behavior
, p . 97.
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Output Variables
Diagnosing the organization normally begins with a
look at the output variables. An objective evaluation of the
organization's achievements in areas such as those listed in
column three of lable 5.5 will begin to point out if there
are differences between the desired and actual results. If
the organization has clearly articulated its goals and objec-
tives the evaluation may be relatively easy. If not, the
diagnosis will, of course, be much more difficult.
If no systematic means of evaluating the output vari-
ables currently exist in the organization, the leader may find
the instrument in Appendix B helpful. This instrument was
used by the Southern Methodist University School of Business
Administration as a guide for developing information concern-
ing several categories of output variables. It is, of course,
intended to be illustrative, and individual institutions will
no doubt need to develop their own categories which accurately
reflect the organization's activities.
Other less structured means of assessing output vari-
ables also exist. Blanchard, for example, suggests that the
leader simply write down a description of the organization as
if responding to a request from someone to explain what the
organization does. He also asks the leader to indicate, on a
scale like the one below, how effectively the organization is
doing the thing that it does. By doing so the leader can develop
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a frame of reference against which to compare the desired out
comes
.
ORGANIZATIONAL EFFECTIVENESS SCALE
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20
POOR FAIR GOOD EXCELLENT
Whether one uses a sophisticated or simplistic method
to evaluate output variables, the objective is the same. The
leader must attempt to determine if there is a gap between
c,he desired results and those actually being achieved. If so,
then changes are probably appropriate. This part of the
diagnosis usually does not, however, suggest what changes
should be made. Only after completing an evaluation of the
intervening and causal variables will this become apparent.
Intervening Variables
Diagnosing the intervening variable will require con-
siderable skill on the part of the educational leader. Whereas
output variables may usually be evaluated on the basis of
tangible results, intervening variables involve less readily
measurable data, such as motivations, attitudes and values,
and are more difficult to discern. Nonetheless, the leader
must persist if the organizational diagnosis is to be complete.
All of the intervening variables listed in Table 5.5
will not be discussed at this time. However, several will be
reviewed in order to illustrate how the diagnosis might take
place. For example, one variable which is particularly impor-
tant is the way in which members of the organization perceive
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the things that are happening within the institution. The
importance of follower perception was discussed earlier. The
author stated at that time that the behavior of followers is
based upon their perception of reality, not on the leader's
perception. Understanding how followers view situations, i.e.,
their perceptions, can facilitate a better understanding of
their behavior. This is critical if the leader is to success-
fully initiate change within the organization.
Follower perception is one of those intervening vari-
ables that is often difficult to determine. However, instru-
ments like Likert's Profile of Organizational Characteristics,
shown in Appendix C, are useful frameworks within which to
evaluate this particular variable. Likert used the Profile
to determine how people perceived certain characteristics of
their organizations. For example, individuals were asked to
indicate the extent to which subordinates were involved in
decisions related to their work. Responses were recorded on
a scale ranging from "almost never" to "fully involved." A
number of other characteristics, such as leadership, motivation
and communication, were rated along similar scales.
Likert and his associates then used these data to
classify the management style of the organization being studied
Styles were classified as System 1, System 2, System 3, or
System 4. System 1 represents a highly authoritarian manage-
ment style, while System 4 is a relationship-oriented style
based upon mutual trust and teamwork. Systems 2 and 3 are
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intermediate stages between the two extremes. Likert and
others have used the instrument to determine how the manage-
ment system is perceived by members of the organization and
also what they think the system should be . 8
Instruments like Likert’s Profile can be used to
determine how members of the organization perceive institutional
leadership. In addition, analysis of the responses to questions
concerning individual organizational characteristics, like
those shown in Appendix C, can assist in pinpointing specific
problem areas, such as goals, decision-making, or communications.
Situational Leadership Theory provides another useful
means for determining follower perceptions of leader behavior.
The LEAD-Other instrument, shown in Appendix D, provides a
vehicle for such an assessment. The instrument, developed
by Hersey and Blanchard, is designed to give followers an
opportunity to evaluate a leader’s style in terms of task
behavior and relationship behavior. The Ohio State Leadership
Instrument, LBDQ-Other, shown in Appendix E, is another diag-
nostic tool which may be used for the same purpose.
Situational Leadership Theory also provides a basis
for better understanding other intervening variables within
the organization. The diagnostic instrument in Appendix F
will aid in determining the task-relevant maturity of people
in the organization relative to a specific task. According
to Situational Theory, if there is a mismatch between the
leadership style being used and the leadership style required
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(as determined by follower task
-relevant maturity) then out-
put variables are not likely to meet organizational expec-
tations. Therefore, this portion of the diagnosis may be
combined with a subsequent examination of the causal variables
to determine if changes in leadership style are called for.
Another theoretical framework that is helpful in
diagnosing intervening variables was developed by Abraham H.
Mas low. 9 It helps explain follower motivation. The theory
deals with the needs that followers are attempting to satisfy
as they go about their task assignments. According to Maslow,
tneie is a hierarchy into which human needs arrange themselves.
See Figure 5.3.
The lowest level needs are physiological
. They are
the needs to sustain life, such as food, clothing and shelter.
Once individuals have satisfied these basic needs they become
concerned about fulfilling needs at the next level, safety or
security needs. This level represents the need to be free from
fear of physical harm or deprivation of the satisfaction of
the basic physiological needs.
After physiological and security needs have been satis-
fied, so cial or affiliation needs will emerge as prepotent.
People generally want to feel that they belong and are accepted
by others. According to Maslow, people will continue to behave
in ways designed to satisfy this need until it is fulfilled.
Only then will individual behavior be directed at fulfilling
a need to be more than just a group member. The next level
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Fig. 5.3. Mas low's Hierarchy of Needs
Source: Adapted from Hersey and Blanchard, Management of
Organization al Behavior
,
p. 23.
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m the hierarchy, the need to be recognized and respected
by the group is called the need for esteem. This may be mani-
fested by an individual’s desire for power and prestige.
Once esteem needs have been adequately satisfied, one
begins to attempt to maximize one's own potential. Maslow
refers to this level of need as self-actualization
. In the
hierarchy, this represents the highest level of need. Mas-
low s basic thesis is that each need level in the hierarchy
must be satisfied before moving to the next level. This
suggests that followers will probably not be motivated by
opportunities to satisfy the higher levels of needs- social
,
esteem and self- actualization-unti.1 the lower levels -physio-
logical and safety/security needs--are satisfied.
It is important to note that one level of the hier-
archy does not have to be absolutely satisfied before indi-
viduals begin to work toward satisfaction of the next level.
Different levels can, to a certain degree, be accommodated
concurrently. The strength of a particular need will also
vary from person to person at a particular point in time and
within a single individual over time.
It is important that leaders understand the concept of
Maslow' s need hierarchy before attempting to accomplish any
institutional task through other members of the organization.
The task of strategic planning is no exception. According
to Maslow' s theory, unless followers see strategic planning
as helping them satisfy needs which are prepotent, they are
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not likely to embrace the idea with great enthusiasm. If
they are attempting to satisfy needs at the lower levels of
the hierarchy, it is unlikely that they will be very inter-
ested or supportive of
-an effort to plan strategically for
the future. Even so, this does not necessarily mean that
the leader should not initiate the planning effort. It does,
however, have implications for the manner in which the plan-
ning idea is introduced.
For example, if time permits, the leader may choose to
concentrate first on developing ways to satisfy the needs
identified as prepotent for followers before initiating
strategic planning. If Maslow's theory is correct, this
approach is likely to have good results. Suppose, on the
other hand, the leader feels that strategic planning must be
introduced into the organization immediately. Then he may
press ahead with the idea, but also spend time helping all con
stituencies understand how such an effort will ultimately
help them satisfy the needs which, for them, have the highest
priority.
In either case, an accurate diagnosis of follower needs
has important implications for the leader who is thinking
about initiating a change effort in the institution. If the
leader can accurately determine what follower needs are-, the
intervention can be directed at satisfying those needs. Doing
so should, theoretically, improve the chances for success.
The framework developed by Maslow helps describe the
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needs within an individual. Frederick Herzberg has developed
a conceptual framework which may be used to diagnose the
goals or incentives outside the individual that tend to satisfy
personal motives. 10 Herzberg’s Motivation-Hygiene Theory
suggests that when people are dissatisfied with their jobs,
they tend to be more concerned with the environment in which
they work. He describes these environmental concerns as
"hygiene or maintenance factors." They include such things
as policies and administration, supervision, working condi-
tions, interpersonal relations, wages, status, and job
security.
He goes on to conclude that when people are satisfied
with their jobs, they tend to be more concerned with and
motivated by the work itself, not by the environment. Factors
that stimulate achievement such as recognition for accomplish-
ment, challenging work, and increased responsibility leading
to- an individual's growth and development are referred to as
'motivators" by Herzberg. He found that if hygiene factors
are not satisfied, people will tend not to be interested in nor
motivated by the work itself. This finding corresponds to
Moslow's theory that the lower order needs must be satisfied
before a person would be motivated by the opportunity^ to ful-
fill needs at a higher level.
Hersey and Blanchard point out that Herzberg’s Moti-
vation-Hygiene Theory integrates well with Mas low's Hierarchy
of Needs .
^
This is illustrated in Figure 5.4. Figure 5.5
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Motivators
Self-
actualization
Esteem
Soci al
Safety
Hygiene Factors Physiological
Fig. 5.4. The Relationship Between Herzberg's Motivation-
Hygiene Theory and Maslow's Hierarchy of Needs
Source: Adapted from Hersey and Blanchard, Management of
Organizational Behavior , p. 56.
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shows how the concepts developed by Herzberg, Maslow and
Likert all relate to Situational Leadership Theory. Diagnos-
ing intervening variables in accordance with these conceptual
frameworks and cross-checking each against the other should
give a fairly reliable indication of the current state of
the internal condition of the organization.
Causal Variables
1 he final phase of the internal diagnosis focuses on
those variables over which the leader has the most direct
control. Management strategies, leadership style, organiza-
tional stiucture, and organizational objectives are examples
of variables which are included in this category. Remembering
that causal variables act upon intervening variables which in
turn influence output variables will help place this parti-
cular phase of the diagnosis in perspective. Leaders should
not be satisfied with just describing causal variables. They
snouid also be interested in determining the significance of
these variables insofar as the intervening variables are con-
cerned and the consequent effect on the results, or output
variables. In other words, the leader must determine which,
if any, of the causal variables might be changed in order to
ultimately have a positive impact on the intervening and out-
put variables of the organization.
Data gathered from the diagnosis of output and inter-
vening variables may give a clue to the causal variables that
need attention. For example, information obtained from Likert
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Profile of Organizational Characteristics may have indicated
a dissatisfaction with the decision-making process or a lack
of support for organizational goals. However, it is impor-
tant that causal variables not be changed without careful
consideration of the consequences of those changes. Knee-jerk
reactions to organizational problems, altering first one
thing and then another, can have just as bad an effect as
no change at all. Changes in causal variables should be made
with a specific purpose in mind. This will require skill on
the part of the leader in determining the potential impact
of proposed changes in causal variables and also an under-
standing of his role in the change itself.
The author will not attempt to cover, in detail, each
of the causal variables listed in Table 5.5. However, three
which are particularly important, goals and objectives, organi-
zational structure and leadership, will be discussed.
Goal-s and Obj ectives . - - In Chapter IV the various
characteristics of well defined statements of organizational
purpose were discussed in detail. An evaluation of the status
of the goals and objectives of the organization can be accom-
plished in. accordance with the framework outlined in that
chapter. If goals and objectives are not clearly articulated,
understood and. supported by members oi the organization, it
may be assumed that this represents an area which will require
major management attention.
Merely having written goals and objectives is not enough.
They must be shared and supported by the various constituents
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of the organization. This is especially important in col-
leges and universities where each constituency feels so
strongly that it deserves a voice in the affairs of the insti-
tution. Failure to recognize the importance of this concept
and to strive for goal congruence among constituents can be
catastrophic for the organization.
Therefore, in evaluating this causal variable, leaders
should not just determine goals and objectives exist in the
organization. They must be concerned with their effective-
ness as well. The process described in the remainder of this
chapter will offer ways to develop an operative goal system
if it proves to be a causal variable which requires modifi-
cation.
Organization Structure . -
-The structure of the organiza-
tion should be determined with specific purposes in mind.
The organizational structure should be designed to facilitate,
not inhibit, the accomplishment of organizational goals and
objectives. This suggests that not only is there a relation-
ship between goals, objectives and organization structure,
but that one is clearly the dependent variable while the others
are independent. Structure depends upon goals and objectives,
not the other way around. The institution must know what it
is trying to accomplish before it designs an organizational
structure to achieve those results. Unfortunately this does
not always occur, as illustrated in the following example.
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Recently one of the schools of a major state university
was under great pressure to plan and organize for the future.
In order to accomplish the task, several committees were
formed. One of the committees was designated as the Committee
on Goals. Another committee, the Committee on Organization,
was given the responsibility of developing a new organization
structure for the school.
At. the fiist meeting of the Committee on Organization,
the question was raised as to the Committee's relationship to
the Committee on Goals. The chairperson looked puzzled by the
question and indicated that there was no relationship, that
the two committees had never met together, and furthermore,
that there was no time to do so. When pressed further as to
what the Committee was organizing for, the chairperson became
somewhat flustered and replied, "I don't really know, but we
have to have a new organization structure before the end of
the month."
Trying to develop an effective organization structure
without some knowledge of the goals and objectives of the
enterprise is somewhat like attempting to give directions to a
traveler who has no specific destination in mind. If he doesn't
know where he's going, it really doesn't matter which route
he takes to get there .1
Leade r ship .- -The importance of leadership as a causal
variable has been emphasized throughout this dissertation. It
is so important that it is stressed again at this point. When
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leadership is being diagnosed, leaders should seek to under-
stand two things. First, they should determine whether or not
leadership is a variable that requires modification in order to
improve organizational effectiveness. Second, they should take
this opportunity to evaluate their role in strategic planning
should the institution decide to initiate such an effort. It
is for these reasons that the third diagnosis, the leader's
self-assessment, must take place.
Leaders who are interested in understanding more about
their effectiveness usually start by attempting to understand
Jieir le^uership style. Assessing one’s own leadership style
can be accomplished by using the LEAD
-Self instrument in Appen-
dix G, and/or the LOQ-Self
-Scoring instrument in Appendix H.
Information from these instruments will indicate how leaders
peiceive their own style. These data may then be compared with
the information gathered through Likert’s Profile of Organi-
zational Characteristics (Appendix C)
,
the LEAD-Other (Appendix
D) and/or the LBDQ-Other (Appendix E) which indicates how others
perceive tlie leader’s style.
A mismatch between tlie leader’s self -percept ion and the
perception of others in the organization may suggest: that a dif-
ferent behavior pattern is needed if the leader is to achieve
the kind of results expected. Hersey and Blanchard, it will be
recalled, explain that for leader behavior to be effective it
must be perceived as effective by followers. It is possible,
according to the authors, for any of the four basic styles
2 C 3
i ve
described in Situational Leadership Theory to be effect;
or ineffective depending upon the situation and how the leader’s
behavior is perceived by followers. See Table 3.2
.
Other writers, including McGregor and Argyris, also
provide frameworks which are useful for personal diagnosis. 12
Douglas McGregor, for example, suggests that the style of manage-
ment is dependent upon the basic assumptions which a leader
makes about people, especially followers. Assumptions that
people are basically lazy, not interested in assuming respon-
sibility and prefer to be directed have been identified by
McGregor as Theory X assumptions. The resulting leader be-
havior, if one makes Theory X assumptions about the nature of
man, will likely be described in Situational Leadership Theory
as high task- low relationship, Style 1.
On the other hand, some leaders believe that people are
not, by nature, lazy and unreliable. They believe that followers
can be self
-directed and creative at work if properly motivated.
McGregor refers to these beliefs as Theory Y assumptions,
ihe leadei ship style most likely to result from these assumptions
would be low task-high relationship or low task-low relation-
ship, Styles S3 or S4. A summary of the assumptions about the
nature oi man according to Theory X and Theory Y is given in
Tabie S.6. Educational leaders will find it helpful to review
the work of McGregor and to use his framework as a basis for
developing further insight into their own predispositions to-
ward their followers.
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TABLE 5.6
ASSUMPTIONS ABOUT THE NATURE OF MAN
WHICH UNDERLIE MCGREGOR’S
THEORY X AND THEORY Y
Theory X
1. Work is inherently distasteful
to most people.
2. Most people are not ambitious,
have little desire for respon-
sibility, and prefer to be
directed.
3. Most people have little capa-
city for creativity in solving
organizational problems.
4. Motivation occurs only at the
physiological and safety
levels
.
5. Most people must be closely
controlled and often coerced
to achieve organizational
objectives
.
Theory Y
1. Work is as natural as play,
if the conditions are
favorable.
2. Self-control is often in-
dispensable in achieving
organizational goals.
3. The capacity for creativity
in solving organizational
problems is widely distri-
buted in the population.
4. Motivation occurs at the
social, esteem, and self-
actualization levels, as
well as physiological and
security levels.
5. People can be self-directed
and creative at work if
properly motivated.
Source: Hersey and Blanchard, Management of Organi -
zat ional Behavio r
,
p. 47.
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Chris Argyris has provided a useful perspective on the
relationship between Theory X and Theory Y assumptions and the
behavior of leaders. It is a perspective which corresponds to
the author's earlier discussion concerning the difference be-
tween attitudes and behavior. In his work, Argyris identifies
two patterns of leader behavior, Pattern A and Pattern B.
Pattern A behavior is characterized by close supervision, a high
degree of structure and a "telling" style. Pattern B behavior,
on the other hand, is characterized by general supervision,
consideration, and participation in the decisions of the
organization.
According to Argyris, Pattern A behavior normally cor-
responds with Theory X assumptions. Pattern B behavior
normally corresponds with Theory Y assumptions. This is, inci-
dentally, consistent with McGregor's thesis. However, Argyris
holds that neither relationship is always true. Under some
conditions, leaders who make Theory X assumptions may behave
in a manner similar to Pattern B. On the other hand, leaders
who make Theory Y assumptions may sometimes lead in a very
autocratic manner. In other words, with a style which corres-
ponds to Argyris 's Pattern A.
Argyris' s work emphasizes again the importance of the
difference between attitudes and behavior. Theory X and Theory
Y represent, the leader's predisposition, or attitude, toward
followers. Pattern A and Pattern B, on the other hand, repre-
sent the leader's behavior. Leaders who are interested in
learning more about themselves must be concerned with both.
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Argyris's theory also gives additional encouragement
to those who believe that the leader's behavior may be
changed depending upon the situational variables. Thus, if
the situation calls for a participative, democratic leadership
styie, the leader would behave in that manner, regardless of
his assumptions about human nature. On the other hand, if a
more directive, telling style was appropriate, the leader would
behave accordingly. This flexibility of style, which varies
depending upon the situation, is, of course, at the very
heart of Situational Leadership Theory.
Another concept which is reported by Hersey and Blan-
chard has to do with the relationship between the expectations
which leaders hold for their followers and followers' perfor-
] 3
mance. ' According to Hersey and Blanchard, "having low expec-
tations (Theory X assumptions) for the performance of individual
can become a self-fulfilling prophecy . In other words, if
people are treated as though they are lazy, irresponsible, and
must be told what to do, over time they will begin to behave
in that manner. This can result in low expectations leading
to low performance which leads to lower expectations and lower
performance. The authors also hold that the reverse is true.
That is, that high expectations can lead to better performance.
This is an interesting phenomena which deserves consideration
when leaders assess their own assumptions and expectations
about people in their organization.
Another important part of self-assessment is the evalua-
tion of personal skills relative to the leadership tasks that
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must be performed. This is especially important if the task
involves strategic planning. An early determination of rele-
vant skills that will be required and an objective evaluation
of one's own strengths and weaknesses against those require-
ments can be extremely valuable. Such a determination will
enable the leader to develop the relevant skills himself or
enlist the help of others in the organization who already
have strengths in those areas.
While the use of others inside or outside the organiza-
tion to complement the leader's skills is often appropriate
and even desirable, a word of caution is in order. There is
no_sub stitute for
_yie_i_nvolvement of the institu tional i
~ directing the planning effort
. The successful implementa-
tion of such an effort is directly dependent upon the time,
energy, commitment and effectiveness of the chief executive
Therefore, the leader must carefully assess his role
a.n tiie proposed activity and be certain that personal and
environmental conditions are right before initiating the
planning effort.
It is important that complementary skills not be mis-
taken as a substitute for leader involvement. Planning is one
of the most important responsibilities of the institutional
leader and delegation of that responsibility would amount to
an act of abdication. In fact, unless the institutional leader
is willing to commit the necessary time and personal attention
needed to make the effort a success, it may well be best to
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postpone the activity until such time that planning moves to
the top of the list of organizational priorities.
One final factor related to the leader's role in plan-
ning should be mentioned. It involves the leader's power. It
will be recalled that Fiedler referred to the importance of
the leader's power in certain situations in describing his
Contingency Model of Leadership . ^ ^ Another writer, Amitai
Etzioni, differentiates between two kinds of power a leader may
possess, persona l power and positional power
.
16 He suggests
that power is derived from an organizational office, personal
influence, or both.
According to Etzioni, leaders who are able to induce
individuals or groups to perform certain tasks because of their
position in the organization are considered to have position
power. Leaders who derive their power from their followers are
said to have personal power. Some leaders have both personal
power and position power. Others seem _to have neither.
In initiating a planning effort leaders should consider
carefully and objectively their power in the organization.
Understanding and utilizing one's power effectively is essen-
tial to a successful planning effort. Leaders who have little
support from their governing board (low position power), and
little support from their followers (low personal power) stand
little chance of succeeding in strategic planning.
The use of power is perhaps one of the most misunder-
stood aspects of leadership. Successfully applied it can be a
very effective leadership tool. Most writers in the area of
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educational leadership have been reluctant to discuss power
because of the negative connotations usually associated with
the word. Serious leaders, however, would be wise to famil-
iarize themselves with the concepts of power and how they
influence their leadership role.
Ihere are, of course, other conceptual frameworks
within which to evaluate one’s own leadership style and per-
sonal strengths- and weaknesses. The author has not tried to
be exhaustive with these illustrations. It is more important
Lhdt leadex's understand the concept of personal assessment
and put it into practice, than it is to understand the use of
one particular theory or diagnostic instrument. The major
point is that in order for the leaders to completely understand
their effectiveness in the organization they must begin by
understanding tliemselves. Developing insight into one's atti-
tudes, values and behavior can provide a stronger foundation
for el feet i ve leadership. And effective leadership will never
be more important than when the leader is directing a strategic
planning effort.
Making the Decision
After the organizational diagnosis and analysis, a
decision must still be made as to whether or not the institution
will engage in a strategic planning effort. The leader must
decide, using one of the decision styles mentioned earlier, if
this is the appropriate intervention to make. In doing so, the
following checklist may be helpful.
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1* Ha
^
e 1 carefully looked at causal, intervening and
end-result variables and determined that strategicplanning will be of benefit to our institution?
Have I carefully diagnosed each constituency that
must be involved in the planning effort to deter-
mine its role ana the most effective leadership style
to use with each group?
Have I objectively evaluated my own strengths and
weaknesses in the area of strategic planning? Have
plans been macie to develop needed skills or to seek
help from others ?
4. Do I completely understand the commitment that I
must make in order to insure that the planning
effort will be successful? Am I willing to make
the commitment? Do I have the time?
5. Does the institution have the resources to dedicate
to the planning effort? Is the timing right for an
all-out planning effort?
6. Have I carefully thought through the entire planning
process and what I would hope to accomplish? Have
I established ways to measure progress against those
personal objectives?
7. Have I thought through my own philosophy of planning
and how it fits into the overall institutional con-
text? Am I prepared to explain that philosophy to
others ?
8. Do I have the personal and positional power to
insure a successful planning effort?
9. Do I completely understand the consequences of
initiating a strategic planning effort and the
consequences of not initiating such an effort?
While the questions contained in the checklist se
and straightforward, it seems that too many leaders do no
-long enough to think through these issues and answer thes
tions before making decisions such as the one to launch a
strategic planning effort. The result of the failure to
is often an ineffective planning process. Time spent at
em simple
t pause
e ques-
do so
this
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point in the process can result both in a better decision and
more effective planning.
Finally, if the decision is made to initiate a strategic
planning effort, the leader should explicitly state the expected
outcomes. Remembering that strategic planning is a change
intervention, it is important to have some idea of what one is
attempting to accomplish before simply suggesting that "we are
going to engage in an intensive planning effort." Setting
realistic expectations about the desirable outcomes and deter-
mining how progress against those outcomes will be measured can
be of enormous help in maintaining perspective during the
deve Lopment of a strategic plan. Experience w'ith planning will
lead to increased skills at setting realistic expectations. How-
ever expert assistance during this phase of the process can be
extremely beneficial if one has never led such an effort in the
pas t
.
'Too often organizational leaders enter a planning
activity expecting miracles and instant solutions to their
problems. When easy solutions are not forthcoming, the planning
is abandoned and the organization quickly shifts to another
approach to change. This approach to institutional planning
can be extremely detrimental to the organization. It can be
avoided if the leader considers carefully the objectives of the
planning exercise and establishes realistic expectations concern-
ing its potential benefits as well as its difficulty of imple-
mentation.
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Summary
To summarize, the decision to involve the institution
in strategic planning is itself a strategic decision. As such,
it should be made with knowledge of its futurity. Strategic
planning is but one of a number of interventions which institu-
tional leaders may make in order to effect change in the enter-
prise. The decision to initiate a strategic planning effort
should be made with knowledge that it is the appropriate inter-
vention to address problems which the organization has identi-
fied. This determination can best be made by conducting a
diagnosis of the current organization, analyzing the diagnosis
against predetermined criteria, and then deciding which is the
best intervention to make.
Diagnosing the organization consists of looking at out-
put variables, intervening variables and causal variables,
theories and diagnostic instruments like those discussed can
facilitate a better understanding of the variables in each
category. Understanding the problem, through a comprehensive
diagnosis, is a prerequisite to change. Knowing that there is
a gap between ideal and actual performance in the organiza-
tion is not enough. The leader must also understand why such
a gap exists and what changes can and must be made to close the
gap.
Leaders must also understand their own role in effecting
a change effort. This can be accomplished in part by developing
a better understanding of one's self and the environmental
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context within which the changes must occur. In other words
a personal diagnosis to complement an organizational diagnosis
can prove extremely beneficial.
Strategic planning is one causal variable which may
positively act upon the intervening variables to effect more
desirable results in the organization. If an organizational
diagnosis reveals the need for such planning, the process
which follows can facilitate the implementation of the plan-
ning effort.
Step I I --Developing a Plan to Plan
Introduction
Step II in the planning process involves the develop-
ment of a "mini-plan." It outlines exactly how the institu-
tion proposes to spend the next few months during which a
strategic plan will be developed. It includes among other
things the establishment of expectations for the planning
period, making specific planning assignments, setting planning
timetables and determining how planning resources are to be
allocated.
Organizing a Planning Team
Not everyone can be involved in the planning effort in
exactly the same manner. It may, of course, be desirable to
have widespread participation in some phases of strategic plan-
ning. However, some smaller group, a planning team, will most
likely be required to facilitate the completion of the planning
activity in a timely manner.
The composition of the planning team is, for the most
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part, a matter of institutional preference. While the events
of the recent past have resulted in a renewed search for the
ideal democracy, experience has shown that, contrary to popu-
lar belief, all constituencies do not need nor want to be in-
volved in every decision which the institution makes. So,
even though there may be widespread interest from a majority of
tne meinbers of the institution, it need not be assumed automati-
cally that this predetermines the composition of the planning
team. On the other hand, it is important that each constituency
understand how it may influence decisions that are to be made
during the planning process. There wr ill be great concern about
the p rocess by which the team is chosen and subsequently how
planning decisions are made.
There is, in fact, a preoccupation with process on
most college campuses, often at the expense of timely decision-
making. Although one may question the merits of what often ap-
pears to be an excessive emphasis on process, to ignore that
it exists would be naive. Therefore, tlje organization of the
planning team must be accomplished with this fact in mind. If
planning in a university is to be successfully carried out, it
must net only be open and fair, it must be perceived as open
and fair to each of the affected constituencies.
In an effort to be perceived as totally fair, some in-
stitutions err in the direction of not including the line adminis-
trative officers, e.g., vice presidents, deans, or department
heads, directly in the planning effort. They have chosen
instead to have others attend to planning and administrators
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attend to administration. The author strongly disagrees with
this concept of university management. What is needed is
strong educational leadership throughout the institution; people
who are an integral part of decisions as to what should be done
as well as how those things are to be accomplished. This calls
ior a very active role for the key administrators at each step
in the planning process.
The constitution of the planning team can by no means
be accomplished by the application of some standard formula.
It will, to a large extent, depend upon the diagnoses of the
organization and the key constituencies within the organization.
Since situations at each institution will no doubt vary some-
what, the size and composition of the planning team must be
considered in light of those situational differences. In the
final analysis consideration will need to be given to the
ability of the team’s membership to provide substantive input
to the planning process, the legal requirements for representa-
tion of various constituent groups, the political importance
of including certain members, and the personal and positional
power the planning team will need to insure a productive plan-
ning effort.
There are times when the organization of a university
planning team appears to require more diplomacy than Kissinger
used in arranging the Paris Peace Talks. It sometimes seems
that more time is spent on determing the size and configuration
of the conference table than on the substance of the meeting.
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While such an expenditure of time often seems wasteful, the
need to exercise care and judgment at this stage of the
planning effort cannot be over-emphasized.
The Use of Consultants
The effective use of consultants to facilitate the
planning activity can be invaluable. However, it is important
that the role of the consultant be clearly defined before a
contract for services has been signed. The consultant must
not be used as a substitute for organizational member involve-
ment m the planning effort. Planning that is dominated by
consultants often results in the development of the consul-
tant’s plan in which institutional members seldom share owner-
ship .
It is especially important that consultants neither be,
nor be perceived to be, a substitute for the direct and con-
tinuing involvement of the institutional leader. Helping
develop frameworks for planning, raising appropriate questions,
collecting data, designing systems to process environmental
information, and providing an additional perspective on the
entire planning effort can all be useful contributions by
planning consultants. But, it is critical to the long-term
success of institutional planning to remember that the role of
the consultant is to facilitate planning and not to plan for
the institution.
Adopting a Planning Framework
In developing a plan to plan the planning team must
determine the framework within which strategic planning will
as
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take place. A number of planning models are available such
PPBS (Planning, Programming, Budgeting Systems), MBO (Manage-
ment by Objectives) as well as others which have been developed
in industry, government and education. ^ For purposes of this
discussion, the author will use the planning and control
system-
- GOST . However, each institution should adopt or design
a planning framework with which it is comfortable.
Investigation will show that planning frameworks
generally fall into two categories. At one extreme they are
so complex that they frighten all but the most experienced
planners. Since few university leaders have had much experience
with formal planning, these types of frameworks are of limited
value. A.t the other extreme, frameworks are so general and
void of structure that the resulting plans are often little
more than intellectual dreams and seldom are translated into
action.
One of the real advantages of GOST, as seen by the
author, is that it strikes a balance between these two extremes.
It is based upon much of the current thought about strategic
planning, and it provides a conceptually sound basis for
developing institutional plans. It provides a framework within
which to organize plans ranging from the most general to the
most specific, always showing the relationship between each
element of the plan. And it allows the institution to begin
planning within a general framework and to refine that framework
to more precisely fit the organization's particular needs as
experience is gained.
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Developing a Plan to Plan
Within the GOST framework, the planning team should for-
mulate Goals, Objectives, Strategies and Tactics for developing
and monitoring the planning process. Setting out specific ex-
pectations and aspirations will help insure that the maximum
benefit is derived from the entire effort. For example, one of
the Goals might involve the education of planning team members
in the area of planning theory and application. Another might
relate to devising more effective ways for the planning team to
function. S.till another might be concerned with the development
of a planning document by a certain date. Development of a
planning GOST can, therefore, serve as a vehicle for building
an esprit de corps among team members and as a basis for monitor-
ing the progress toward group and institutional Goals and Objec-
tives. The plan to plan should be comprehensive. It should in-
clude all the elements of a full-blown institutional plan. It
will simply differ in content, not in format.
In completing the planning GOST,.three things often re-
ceive too little attention. The first is the time frame within
which planning is to occur. Earlier the author stated that plan-
ning is a process which is never really completed. He concluded
that the creation of a planning document is really not a final
statement of where the institution is headed, it is only an
interim report. On the other hand, it is very important that
such interim reports be completed and that they be completed in
a timely manner. Otherwise planning becomes little more
than an intellectual exercise, and another intellectual
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exercise is not what universities need at this stage in their
life cycle.
Establishing a realistic time frame for completing
interim reports is not easy. If too little time is provided,
the institution will be accused of doing a superficial job.
If too much time is provided, people are likely to lose interest.
Consultation with someone who is experienced in institutional
planning can be invaluable at this point. This will help the
planning team better determine what can realistically be accom-
plished within a given time period and minimize the frustra-
tions mentioned above.
The second consideration is the timing of the planning
effort. If the involvement of faculty, students and other
constituencies is critical to the success of the planning effort,
then care should be exercised to select a time when those con-
stituents are available. Institutional plans developed during
the summer months face the real possibility of subversion or
limited support from faculty and students when they return for
the fall semester. This is especially true when it is perceived
that there has been a deliberate attempt to exclude them from
the planning process.
It is also important not to initiate the planning
effort at a time when the process will be interrupted due to
vacation periods. Vacation periods may initially seem an ideal
time to accomplish a great deal of work. However, it is
extremely
frustrating to arrive at a critical point in the planning
process
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and need a decision from the faculty only to find that it is
impossible to convene a quorum! Consideration of the timing
for the initial planning effort can help prevent such delays.
Finally, developing a plan to plan should include
consideration of how decisions are to be made within the plan-
ning team and within the larger institution. Obviously, the
constitution, bylaws, and governance structure of the insti-
tution will dictate how many of the decisions will be made.
However, there will be some latitude on these matters. This
is especially true concerning decisions within the planning
team.
There seems to be a general assumption in higher edu-
cation that consensus is the only acceptable way to arrive
at decisions. Situational Leadership Theory, however, suggests
that consensus is not always the best decision-making method.
See Step I. Situational variables have to be taken into
account, and the leadership style and method of decision-making
must be adjusted to meet the situational, needs of the task
and work group.
It is important that the method used in decision-making
not be arbitrary. It is also suggested that the decision-making
process be discussed in advance of the decisions that are to be
made. Leaders with a conceptual framework within which to fit
decisions, a framework which is understood by their followers,
stand a better chance of generating support for those decisions
than leaders who are perceived as making decisions capriciously.
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Generating Support for the Plan to Pi an
By the time the planning team has developed a plan to
plan it will probably feel heavily invested in the planning
process. After all, if it has worked diligently, it will have
spent many hours in close contact thinking about the planning
problem. It is not uncommon for planning team members to for-
get that others have not had the benefit of the same level of
involvement. However, others will probably not share the same
enthusiasm for planning as the team members. The planning team
must, therefore, be concerned with ways to generate support
lor the planning effort from each of the constituencies in
the organization.
Basically, this means that the planning team must de-
" ide how t.o introduce the plan to plan into the organization.
In doing so, it should remember that the concepts discussed
earlier stressed the importance of constituent diagnosis before
taking such action. It will also serve team members well to
remember that the introduction of strategic planning into the
organization will constitute a major change intervention.
Therefore, the efforts to develop support for the strategic
planning activity should be planned carefully.
Hersey and Blanchard discuss a conceptual framework in
Management of Organizational Behavior which should prove helpful
to the planning team at this stage in the planning process. It
deals with alternative ways in which change occurs in organi-
zations. They describe four levels of change: (1) knowledge
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changes, (2) attitudinal changes, (3) individual behavior
changes, and (4) group or organizational performance changes. 18
Changes in knowledge tend to be easiest to make; they
can occur as a result of reading a book or an article, or
hearing something new from a respected person. Attitude changes
differ from knowledge changes in that they tend to be emotionally
charged in a positive or negative way. The addition of emotion
often makes attitudes much more difficult to change than know-
ledge
.
Changes in individual behavior seem to be significantly
more difficult and time consuming than either knowledge or
1 -ude . For example, individuals
-in the organization may have
knowledge about the advantages of strategic planning and may
even feel that such planning would improve the organization.
Yet, they may be unwilling to personally dedicate the time and
energy to support such an effort.
While individual behavior is difficult enough to change,
it becomes even more complicated when change is attempted
within groups or organizations . The behavior of one or two
organizational members might be effectively altered, but dras-
tically changing the level of follower participation throughout
an entire organization might be a very time-consuming process.
At this level the leader or the planning team may be trying to
alter customs, morals and traditions which have developed over
many years.
Hersey and Blanchard describe two different approaches
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to change at each level -
-participative change and directive
change
.
Participative Change .
--Participative change occurs
when new knowledge is made available to individuals or groups,
and it is hoped that they will accept the information and
develop a positive attitude and commitment in the direction
of the desired change. In our example, the planning team is
seeking a commitment to strategic planning. At this level
an effective strategy may be to directly involve individuals
or groups in helping to select or formalize the new methods
for obtaining the desired goals.
Next the leader must attempt to translate this commit-
ment into actual behavior. This step is significantly more
difficult to achieve. For example, it is one thing to be
concerned about increased planning in the organization (atti-
tude) but another thing to be willing to actually get involved
in doing something (behavior) about the issue. An effective
strategy may be to identify the informal* and formal leaders
among the constituent group(s) and concentrate on gaining their
behavioral support for the desired change. Once this is accom-
plished, organizational change may be effected by getting other
people to begin to pattern their behavior after those persons
whom they respect and perceive in leadership roles. This parti-
cipative change cycle is illustrated in Figure 5.6.
Directive Change. - -Most readers have been faced with a
situation similar to the one in which there is an announcement
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Source: Hersey and Blanchard, Management of Organizational
Behavi or, p. 160.
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on Monday morning that "as of today all members of this organi-
zation shall begin to operate in accordance with Ordinance
10125." This is an example of a directive change cycle.
The cycle begins by change being imposed on the total
organization by some external force such as the president, the
governing board, the community, new laws, etc. This will tend
to affect the interaction network system at the individual
level. The new contacts and modes of behavior create new know-
ledge which tends to develop predispositions toward or against
tne change. The directive, or coercive, change cycle is illus-
trated in Figure 5.7. In some cases, where change is forced,
the new behavior which followers are expected to engage in
creates the kind ol knowledge that develops commitment to the
change and therefore begins to approximate a participative
change cycle as it reinforces the individual and group behavior.
Given a choice between the polarities of directive and
participative change, most people in universities would tend
to favor the participative change cycle. But, just as the
author has argued that there is no best leadership style,
there is also no best strategy for implementing change. Ef-
fective change agents are those who can adapt their strategies
to the demands of their owrn unique environment. Thus
,
the
participative change cycle is not a better change strategy than
the directive change cycle and vice versa. The appropriate
strategy depends on the situation and there are advantages
and disadvantages to each.
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Source: Adapted from Mersey and Blanchard, Management of
Behavior, p. 160.
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The participative change cycle tends to be more appro-
priate for working with individuals and groups who are achieve-
ment-motivated, seek responsibility and have a degree of
knowledge and experience that may be useful in developing new
ways of operating. In other words, people with high task-
relevant maturity. Once the change starts, these people are
much more capable of assuming responsibilities for implementa-
tion of the desired change. While these people may welcome
change and the need to improve, they may become very rigid and
opposed to change if it is implemented in a directive (high
task-low relationship) manner. A directive change style is in-
consistent, with their perceptions of themselves as mature,
1 esponsib le
,
sel f -motivated people who should be consulted
throughout the change process. When they are not consulted,
and change is implemented in an authoritarian manner, conflict
often results.
However, a coercive, directive change style might be
very appropriate and be more productive with individuals and
groups who are less ambitious, are often dependent and who are
not willing to take new responsibilities unless forced to do so.
In fact, these people might prefer direction and structure from
their leader to being faced with decisions which they are not
mature or experienced enough to make. Once again, diagnosis is
all-important. It is inappropriate for a leader to attempt
to implement change in a participative manner with organization
members that have never been given the opportunity to take
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responsibility and have become dependent on their leader for
direction. It is also inappropriate to implement change in
a coercive manner with an organization that is ready to change
and willing to take responsibility for implementing it.
There are other significant differences between these
two change cycles. The participative change cycle tends to be
effective when induced by leaders with personal power, that is,
they are well-liked and respected by their followers regardless
of their position power. On the other hand, the directive
cycle requires that a leader have significant position power,
that is control over rewards, punishments and sanctions. If
leaders decide to implement change in an authoritarian, coer-
cive manner, they would be wise to have the support of their
superiors and other sources of power or they may be effectively
blocked by members of the organization.
With the participative change cycle, a significant ad-
vantage is that once the change is accepted it tends to be long-
lasting. Since everyone has been involved in the development of
the change each individual tends to be more highly committed to
its implementation. The disadvantage of participative change
is that it tends to be slow and evolutionary, i.e., it may take
years to implement a significant change. An advantage of direc-
tive change, on the other hand, is speed. Using their position
power, leaders can often impose change immediately. A disadvan-
tage of this change strategy is that it tends to be volatile.
It can only be maintained as long as the leader has the power to
229
reinforce the change. It often rP c„n-c i ^5 i- uru results m animosity, hosti-
lity and in some cases overt and covert behavior to under-
mine and overthrow.
These two change cycles have been described as if they
were either/or positions. The use of only one of these change
cycles exclusively, however, could lead to problems. For
example, if leaders introduce change only in a directive,
high task- low relationship manner without any movement toward
participative change, members of their organization, if they
decide to remain, may react in one of two ways. Some may
fight and organize efforts to undermine the leader. Others
may buckie under to their authority and become very passive
and dependent, always needing their leader to tell them what
to do and when to do it before doing anything. These kinds
of people say 'yes'* to anything their leader wants and then
moan and groan and drag their feet later. Neither of these
responses make for a very healthy organization. At the other
extreme, leaders who never make a move vithout checking with
the other members of their organization and getting full ap-
proval can also immobilize themselves. They may establish
such a complicated network of participative committees that
significant change becomes almost impossible. Thus, in real-
ity, it is more a question of the proper blend of the direc-
tive and participative change cycles, depending upon the situa
tion, than a forced choice between one or the other.
Time spent by the leader and the planning team in
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developing a specific change strategy
conceptual framework will represent a
and energy. It will involve making a
nosis and the subsequent selection of
cycle. Doing so should help increase
ing constituent support for the plann
Summary
with the help of this
good investment of time
good situational diag-
the appropriate change
the probability of obtain-
ing effort.
The development of a plan to plan offers two important
benefits to • the planning process. First, it provides a basis
tor insuring a disciplined, well thought out approach to com-
pleting the plan. By establishing Goals, Objectives, Strategies,
and Tactics for the planning process, the planning team helps
insure that all efforts are being focused in the same direc-.
tion. Second, by developing the plan to plan, the planning
team is offered the opportunity to gain experience in working
as a team and in developing their own planning skills.
Just as in Step I, diagnosis plays an important role
in this step in the planning process. Determining the compo-
sition of the planning team is a matter of major importance.
Leaders must determine the freedom they have in organizing the
planning team and within those constraints develop the most ef-
fective group possible. Once organized, the team must be sensi-
tive to the needs, motives, interests, and abilities of ail
organizational constituencies who will influence the planning
effort. Care in determining exactly how to gain organizational
commitment to the proposed planning effort is essential. Conceptual
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frameworks such as those presented in this section
tate organizational diagnosis and decision-making
these critical areas.
Step I I I - -B u i lding an Information System
Introduction
can faci
relative
li-
to
At the very heart of any successful planning and control
system lies the information base which supplies data upon which
decisions are made. From the very beginning of the planning
process the organization will begin to accumulate data which will
need to be stored and retrieved at some later date. Every
organizational or personal decision will be based upon infor-
mation obtained about the environments and the relationship
or the decision to those environments.
Some organizations utilize extremely complex informa-
tion systems which constantly provide data related to the
internal and external environments with which the organization
must interface. Others have no such systems and rely instead
upon hunch, personal feeling, and hearsay to guide their
decision-making. Most readers have, of course, known organi-
zations and individuals that have been successful and unsuc-
cessful using either method. Therefore, the author is not
going to condemn one and praise the other in some arbitrary way.
He is, however, going to emphasize the need to constantly im-
prove one’s decision-making skills and suggest that one way of
doing so is through obtaining and using reliable data about
the environments in which one operates. This is especially
important if the organization
planning effort.
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is entering into a strategic
Decisions made in the context of strategic planning
should be made with the greatest knowledge of their futurity.
This can best be accomplished if the organization has a
reasonably clear understanding of how each decision will i mpac t
(and be impacted by) the various environments with which it
comes in contact. A good information system will greatly facil-
itate this understanding.
The environments with which the organization must be
concerned may be divided into two categories, the internal
e^ronmciU and the external environment. The internal environ -
— includes those areas within the organization over which
the organization has some control. These might include person-
nel, organization structure, attitudes and morale, management
systems, and policies. These areas are similar to those iden-
tified by Likert as intervening and causal variables.
The external environment includes those areas over which
the organization does not exercise any direct control. Popula-
tion changes, the economy, and societal attitudes and values
are examples of elements of the external environment. Know-
ledge of the current state of the external environment and some
sense of the direction and speed with which it is changing will
serve to alert the institution to changes which must be made
in the internal environment in order to maximize the chances
for an effective interface between the two. Assessing the two
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environments is accomplished by conducting environmental
audits
.
In order to be maximally effective, environmental
audits must not be static. They must be ongoing activities
Which constantly monitor the changes occurring in the internal
and external environments. They provide the information needed
to answer the diagnostic questions, "What kind of organization
are we?" and "What kind of organization will be become if
changes do not occur?". In addition, they provide the informa-
tion necessary to aid the organization determine what it should
become. Environmental audits that are dynamic also provide
the feedback needed to insure that the organization is pro-
gressing in the direction and with the speed it desires. They
are the organizational antenna that keep the enterprise in
touch with its surroundings.
The means by which the environmental audits are con-
ducted may vary over a wide range. Information sources rang-
ing from reports published by the Department of Health, Educa-
tion and Welfare to the local newspaper may provide pertinent
data concerning the external environment. As for the internal
environment, the diagnostic instruments described in Step I
serve nicely as examples of ways to obtain data concerning the
affairs inside the institution. Both these examples are intended
to be illustrative and not restrictive. Conducting environmental
audits will require imagination and resourcefulness. The funda-
mental guiding principle is to develop ways of obtaining reliable
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useful data that accurately reflect the changing character of
the environments with which the institution must interface.
The processes and procedures by which raw data are
organized into information useful for making managerial deci-
sions are called Management Information Systems (MIS). Infor-
mation systems range from simple three-by- five index card
files to extremely complex networks of on-line computers. No
one way in inherently better than another. It all depends upon
the information needs of the organization.
Management Information Systems (MIS)
Simply stated, any MIS consists of three components’, the
input, data manipulation, and the output. Regardless of how
simple or complex, every management information system must have
these elements.
Input . - -The input, or data gathering, component is basi-
cally concerned with the raw data that the organization collects.
These data may represent information about the external en-
vironment, such as population trends, figures on the local or
national economy, or expected federal and state support for
higher education during the coming year. The data may also be
concerned with the internal environment and represent information
about faculty, students, tuition, or the institution’ s physical
plant. The value of the MIS is directly related to the quality
of the input data. Therefore care must be exercised to insure
that the collection of erroneous information is held to a
minimum.
Data Manipulation . - -Once bits and pieces of information
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have been collected they must be combined, separated, added,
subtracted, divided, and otherwise manipulated so as to be
useful to the decision-makers in the organization. It is at
this stage that the data are analyzed and organized into a
format so that the individual bits and pieces fit together
into some meaningful whole. It is also at this stage that
data may be stored, compared to other data previously gathered,
evaluated against some standard, and prepared for neat, and
hopefully accurate, presentation to the users of the MIS. The
success of this particular stage in the process will depend
upon the skill of the system designers and the accuracy of
the input data.
Output . - -The output, or data dissemination, component
of the MIS basically consists of the reports which are gene-
rated from the preceeding stage of the system. The content
and format of these reports are limited only by the imagination
of the persons who design the system and the needs of the
people who use them. This is especially true as the MIS be-
comes more sophisticated. The manipulation of information
into different reports is relatively simple once the system
is in place and operating smoothly. This is a powerful manage-
ment tool. But, as illustrated below, it is not without its
problems
.
The Use and Misuse of MIS
Although the popularity of management information sys-
tems has flourished over the past several years, there are
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,
" SCh°° 1S WhiCh h3Ve adCqUate * n fo rmat ion systems or
well - defined data bases. In an effort to overcome this prob .
the National Center for Higher Education Management
Systems (NCHEMS ) has been established in Boulder, Colorado atthe Headquarters of the Western Interstate Commission on higher
Education (WICHE). NCHEMS is working on the development of
management information systems appropriate for. use in higher
education. Thoir work tn Ha-f-oo date is impressive and encouraging
The concept of MIS, although sometimes shrouded in a
Cloak of mystery, is basically simple. Difficulties usually
are not caused by a lack of understanding of the concept. it
is the lack of understanding of the problems of implementation
that ultimately destroys systems which were designed and in-
stalled with the best of intentions. Many university presidents
have horror stories about such attempts, especially if they
involved even a semi-sophisticated system requiring the use
of a computer. However, the installation of a MIS need not
be so traumatic and the benefits can be tremendous if the design
and implementation are managed properly. Let's look at some of
the typical pitfalls associated with MIS in hopes that others
may be able to avoid falling into all of them.
Building the Ultimate System .
--Too often proponents of
relatively complex management information systems seem to lose
their perspective. They see the system as an end unto itself
instead of as a means to facilitate better management decisions
When this happens, there is a tendency to focus more upon the
mathematical models than upon the results they are trying to
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achieve, more upon the activities than upon the objectives,
more upon the mechanics and formalization of data than upon
the concept and spirit. Once this occurs, it is not unlikely
that the planning effort will be delayed as efforts are made
to build the "ultimate system."
Left to their own devices, "information freaks" will
often simply continue to design new and better ways to obtain,
analyze and disseminate information about the organization.
Again, this is not inherently bad. It is bad, however, when
it goes beyond the needs of the organization. Bigger is not
always better. If the organization's information needs can
be satisfied with a three-by- f ive card filing system, then it
should design and perfect the use of that system. The impor-
tant thing is to have access to reliable information in a use-
able format so that it facilitates better decisions.
The MIS, in order to be effective, must meet the in-
formation needs of the organization for which it is designed.
Many executive offices are filled with stacks of computer print-
outs that are doing little more than gathering dust. They may
represent excellent information concerning all parts of the
enterprise, but they are not servicing the information needs of
the decision-makers.
Sophisticated management information systems are very
expensive. It is usually necessary for an institution's MIS
to be funded out of the current year's operating budget. How-
ever, there are usually few discretionary dollars available for
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new projects, especially ones which fail to show evidence of
immediate benefit. The significant benefits of a MIS typically
will not be realized until several years after its implementa-
tion. Therefore, it may appear to be just another administra-
tive expense which will be difficult to justify, especially
if an "all or nothing at all" attitude is adopted relative
to the size and sophistication of the system.
1 he author is not advocating that universities rely
on archaic and ineffective means of handling information.
Quite the contrary. Universities are in desperate need of
better ways to monitor their internal and external environments
so that more timely decisions may be made concerning their
future. The author is suggesting, however, that care be taken
in matching the information system to the information needs
of the organization. If the Super XXXXXX is needed and the
institution can afford it, by all means it should press ahead
with its installation. However, if good, reliable transporta-
tion is what is called for, a Volkswagen will often work just
as well as a Cadillac and at a much lower cost!
Information For What? A second pitfall into which
many institutions have fallen results from designing an infor-
mation system without specific purposes in mind. As was stated
earlier, the information which is obtained from a MIS is limited
only by the imagination of its users. However, when the users
do not know what the information is going to be used for, there
is little direction that can be given as to what kind of
239
information is needed. This lack of purpose often leads to
the generation of more and more information, much of which is
irrelevant to the decisions that are being made. And it
should be remembered that it costs just as much to obtain and
process irrelevant data as it does the information that will
facilitate better decisions.
Only after deciding what the information is going to
be used for can the institution decide how best to obtain and
process that information in a way that will be most beneficial
to all users. Having specific purposes in mind helps build
both effectiveness and efficiency into the system. That is,
when the institution knows what the information is going to be
used for, it can increase the chances of providing the right
kind of information by asking the right questions and process-
ing the data in the appropriate manner. It can, therefore,
increase the effectiveness of the system insofar as the de-
cision maker is concerned. Specific purposes also help build
efficiency into the system. Knowing what the information needs
are enables the system designers to determine how to obtain,
analyze and disseminate information in the most efficient
manner.
More Information Means Better Decis ions . - - Ano ther prob-
lem is the tendency to generate too much data. There seems to
be a common feeling that the more information that is provided
the better the decision will be. In fact, more does not neces-
sarily mean better. Decision-makers would be wise to consider
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another principle which holds that only the minimum amount of
data necessary to make a rational decision should be provided.
Data overload can lead to frustration and sometimes result in
decision delays as individuals become accustomed to waiting
for just a little more information.
Obviously there is no formula for determining how much
information is enough. That will vary from decision-maker to
decision-maker. It involves the ability of individuals to deal
effectively with ambiguity and their propensity to take risks.
The point is that it can sometimes be just as bad to have too
much information as it is not to have enough. The tendency
for MIS advocates to provide irrelevant information can be
avoided if the system is designed with specific purposes in
mind and if the focus is upon the objectives of the organi-
zation not upon the activities of generating data.
I Don't Trust This Information . - -Not everyone in the
institution will be thrilled with the thought of developing a
good information system. The information will not only point
out the strengths in the organization, it will emphasize the
weaknesses as well. Without question, this will constitute a
threat to some individuals, programs, departments and schools.
This is especially true if there is a mystery concerning how
the information is going to be used.
Individuals and groups who are threatened by the thought
of full disclosure can behave in ways designed to subvert the
implementation of an organization's MIS, and indeed an entire
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planning effort. The author has witnessed one such situation
in which an institutional planning effort was delayed for
over two years simply because members of the organization could
not agree on the reliability or use of the data that was being
generated by the MIS.
This again illustrates that technical skills are neces-
sary but not sufficient when dealing with strategic planning
in complex institutions such as universities. In the example
above, the institution was proposing to utilize a very sophis-
ticated information system capable of generating many impres-
sive reports for use by organizational decision-makers. How-
ever, the institution's leadership lacked the human skills
necessary to direct the successful design and use of the
system in the planning effort.
Utilization of the concepts of Situational Leadership
Theory could have helped overcome the problem. There were some
members of the planning group who were willing and able- -high
task- relevant maturity--to move ahead witfh the implementation
of the MIS and the planning effort. Others were able but un-
willing- -moderate- to-high task- relevant maturity. Still others
were willing but unable- -moderate- to- low task- relevant maturity.
Diagnosis of the planning group would have suggested the need
for several different leadership styles, e.g., S2, S3, and S4,
in order to effectively accomplish the task of designing and
implementing a MIS for the university.-^
The leader did utilize more than one style. Unfortu-
nately, they were inappropriately chosen for the followers with
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whom he was dealing. He used low task-high relationship (S3)
with the planning group member who was willing but unable
(M2). He used low task-low relationship (S4) with the planning
group member who was unwilling but able (M3). Finally, regard-
less of what style was used with the planning group when it
was meeting together, he would use a high task-low relation-
ship style (SI) as soon as the meeting was over. In other
words, it did not matter what the planning group decided, he
would immediately leave the meeting and proceed with the MIS
development in a manner which he thought best. The result was
a mistrust of the leader, his motives, and subsequently of the
information system. At last report the MIS was only partially
complete and still not being used for planning in the insti-
tution.
Garbage In--Garbage Out . --The support of those in the
organization who must supply information and also those who
will use information from the MIS is essential. The information
which comes out of the system is only as good as the information
that goes in. There is, however, a tendency for those un-
familiar with sophisticated computer systems to believe almost
anything that appears on a computer printout. They forget that
the computer is simply an electro-mechanical device for manip-
ulating numbers and making computations based upon what people
instruct it to do. Therefore, if the person providing the input
to the computer gives it erroneous information, the computer
will proceed with its work and simply provide erroneous infor-
mation as an output. This is affectionately known as garbage
243
in-
-
garbage out.
Erroneous data, sometimes called dirty data, may or
may not be the result of a direct attempt to influence the
information which the MIS provides as an output. Regardless,
dirty data can be minimized by helping others understand the
importance of the information which they are providing, how
it is going to be used, and the ways in which it may benefit
them directly. It is also important that the data be sub-
jected to an adequate number of filters designed to help in-
sure that it is clean before it is used as a basis for critical
strategic decisions.
MIS as a Substitute for Management Judgment
-The MIS,
simple or complex, is essential to strategic planning. However,
it must be placed in the proper perspective. It is intended to
provide information upon which decisions may be made. It is
not intended to be a substitute for the judgment of the insti-
tution's leadership. It should aid the decision-maker, not
replace the decision-maker. Regardless of how sophisticated,
the MIS cannot assimilate all the information which must ulti-
mately go into the decisions the leader must make. This is
especially true when one considers the soft data such as feel-
ings, attitudes, values, etc., which seem to defy quantifica-
tion.
Properly designed and used, a MIS can be of enormous
benefit to the institution's decision-makers. It can provide
a means of processing larger quantities of data than ever be-
fore imagined. It can be designed so as to show the
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interrelationships of an infinite number of institutional
variables and assist in understanding cause and effect rela-
tionships before changes are actually made. It can store
historical data for retrieval on a moment's notice. But, in
the final analysis, it is just a tool for management's use.
It is a servant of the user. To make it more, for management
to become the slave and the MIS the master, is to totally mis-
understand the concept. It is a misunderstanding which insti-
tutional leaders must avoid.
Summary
The design and use of some form of management information
system is a must in strategic planning. Properly utilized, it
will provide a basis for more rational decisions and serve as
a means of monitoring the organization’s progress toward its
stated objectives. However, attempting to implement the design
and use of such a system without considering the impact on
those in the organization who will ultimately be affected can
lead to disastrous results.
While there has been a trend toward developing more
sophisticated management information systems in higher education,
few institutions have even scratched the surface of their
potential. In some situations where new information systems
have been installed, the experience has not been pleasant.
There is often a mismatch, between the information needs of
the institution and the capability of the system. Lack of
adequate attention to the people problems inherent in the
implementation of the systems has also led to poor results.
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The author has not attempted to dwell on the number and
variety of information systems which may be used in higher
education. Adequate attention is given to that subject in
other sources. The author has attempted to point out some
of the pitfalls which may be avoided when developing an insti-
tutional MIS if adequate attention is given to the technical,
conceptual and human needs of the task.
Once again the framework provided by Situational Leader
ship Theory offers a means for determining the appropriate
leadership style to use in this particular management task.
This quite likely will be a case where there will be a wide
i ange of task- rel evant maturity levels among the groups with
which the leader must work. Careful diagnosis will be required
if the task is to be successfully implemented with the support
of each important member.
Step IV--Setting Goals
Introduction
Goal setting in a university is often represented by a
confusing mixture of attitudes, values, beliefs, political pres
sures
,
economic conditions, and legal constraints all interact-
ing at the same time. The results are often statements that
are erratic, at cross purposes with each other, and void of
any real meaning. It is not surprising that many university
leaders give up their attempts to clearly articulate the Goals
of their institutions. Consider, for example, what they must
deal with in order to arrive at precise statements of the
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institution's purposes. Faculty, students, parents, alumni,
taxpayers, and government bodies all feel that they should
have a say in what the Goals of the institution should be.
University leaders who try to coordinate the inputs of each
of these constituencies in a responsible manner face a Hercu-
lean task.
Our discussion has gone beyond the point of debating
the difficulty of the task, however. It is no longer a ques-
tion of whether or not the task of setting realistic, yet
challenging Goals for institutions of higher education is
desirable. It is simply essential for the continued viability
of our institutions. Therefore, what remains is to look at
how this step fits into the total planning process and to
explore ways in which leaders might go about effectively
establishing institutional Goals.
In Chapter IV, Goals were defined as statements of
aspiration for the organization toward which the enterprise
is always headed as a final purpose. Goals have been
characterized as philosophical, unmeasurable, timeless, and
designed to provide general direction for the organization.
This is in contrast to Objectives, which are operational,
measurable, time-bound and which specify observable outcomes.
Few institutions have difficulty with the concept
of Goals. However, it is not unusual for them to experience
great difficulty in formulating Goals which are meaningful.
There is often a tendency to want to rush quickly through Goals
and "get on with the nitty-gritty” of planning. Some
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institutional leaders err in assuming that everyone will agree
with the broad, general, open-ended Goal Statements, regard-
less of their content. This is a naive assumption. There
will be disagreement, and it is just as important to work
through Goals as it is any other component of the strategic
plan. They will provide the very foundation for the remainder
of the institution's plan. Unless agreement can be reached on
the Goals of the organization, it will be virtually impossible
to get commitment for the Objectives, Strategies, and Tactics
which must follow.
Drucker, discussing the importance of Goals for busi-
ness enterprises, makes the point as follows:
Only a clear definition of the mission and purpose
of the business makes possible clear and realistic
business objectives. It is the foundation for
priorities, strategies, plans, and work assignments.
It is the starting point for the design of managerial
jobs, and above all,for the design of managerial struc-
tures. Structure follows strategy. Strategy deter-
mines wrhat the key activities are in a given business.
And strategy requires knowing "what our business is
and what it should be. "20
Goals represent the first step in answering the question
"What kind of an organization should we become?". In answering
this question, every effort must be made to avoid being limited
by the current set of organizational activities. If allowed
to dominate the planning process, current activities can limit
the vision of the planners to continuations rather than innova -
tions . This kind of thinking is the first sign that the people
in the organization are being managed by the organization, in-
stead of the organization being managed by its people. That,
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unfortunately, is too often the case in complex bureaucracies
like universities. Breaking that, way of thinking will not be
easy. It will take a dedicated effort through the leadership
of the planning team if the enterprise is to break with the
in-a-rut thinking mentioned in Chapter IV.
Initiating the Process
There are probably as many different ways to approach
a Goal setting exercise as there are authors who write about
the process. No one way is inherently better than another.
Again, it depends upon the diagnosis that the leader makes
concerning the organization. After making the diagnosis, the
leader must select the method which he feels will result in
the best set of institutional Goals. This not only means Goals
with substantive value, it also means Goals which will be sup-
ported by the institution's constituents. Considered in the
framework developed by Likert, which was discussed in Step I,
the leader must select a goal setting method (causal variable)
which results in the best set of organizational Goals (output
variable) that will receive the support and commitment of the
organization's members (intervening variables).
One of the main concerns in choosing a method should
center on who will be involved in setting the Goals. All con-
stituencies will certainly have an interest in the formulation
of Goal Statements for the institution. The question then
often boils down to whether the Goals should be developed
from the top-down or from the bottom-up. Using the first ap-
proach, the highest governing body in the institution, usually
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the regents, governors or trustees, determines the Goals and
passes them down to the organization through the president,
provost, deans, and department heads.
If the second, or bottom-up, approach is chosen, opin-
ions from students, faculty, administrators
,
and the community
would first be sought. These opinions would be combined in
some fashion so as to represent the collective ideas of all
constituents
.
The two approaches are usually presented as either/or
methods of Goal setting. In reality, there is no reason why
some balance, or synthesis, of the two could not be appropriate
The planning team must decide how it wants to proceed in this
regard. The author's opinion is that it would be extremely
difficult to expect to receive grass-roots support for a pure
top-down approach on a university campus.
The similarity between the bottom-up, top-down concepts
and the participative and coercive change cycles discussed in
Step II should be apparent. Either method can work if the
situational variables are right for that particular approach.
That point cannot be overemphasized. If the situation is im-
properly diagnosed, it is highly unlikely that the method
selected will be successful.
For example, if members of the university community see
themselves as mature, responsible, and willing participants
(high task- relevant maturity) in an institutional change effort
such as setting Goals, they will expect to be included in the
250
process from the outset. If the leader, on the other hand,
looks at the same group and decides that they have little to
oifer, and are unwilling and unable to participate in any
meaningful way (low task
-relevant maturity) he will probably
choose a top-down approach and hand down the Goals from above.
Under these circumstances, this approach is not likely to re-
ceive widespread support. In fact, behavior will likely range
l rom outright subversion to footdragging as constituents ex-
press their displeasure.
Likewise, if the constituent groups have little interest
in participating in the establishment of institutional Goals,
and have had little experience in doing so, it is unlikely that
a hottom-up approach, without some structure from the leader,
will get satisfactory results. Hither approach can work if
the situation is properly diagnosed and the appropriate leader-
ship style selected. Neither approach is likely to work if
there is a mismatch between task- relevant maturity and leader-
ship style.
There is, of course, no formula to determine exactly
how much participation is enough; or, for that matter, how much
leaders are going to be willing to seek. While there has
definitely been an increase in the rhetoric concerning openness
and participation since Watergate, it remains to be seen if
leader action will follow verbiage. The dilemma of how to pro-
vide the opportunity for widespread participation and still get
things done remains.
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Wise leaders will not make a principle out of partici-
pation or out of secrecy. They will develop skills in situa-
tional diagnosis and the art of information handling. They
will then utilize participation and reserve decisions for
themselves as the diagnosis indicates. The concepts of Situa-
tional Leadership Theory, Vroom's Decision-Making Model, and
the Participative-Directive Change Cycles can all be applied
as the leader attempts to determine the best approach.
The proper level of participation by the various con-
stituents of the institution can only be determined by careful
diagnosis. HoweA^er, the author wants to encourage institutional
leadership to seek broad based participation (using the appro-
priate leadership style) at this stage of the planning process.
Too often when an institution decides to initiate a planning
effort, its members spend all their time talking to each other
or just to other professionals in the field. Creative think-
ing is often spurred by presentation of the ideas to persons
wr ith very different perspectives. In fact, major breakthroughs
in the institution's planning effort can result. This search
for alternative insights should, therefore, include professional
educators outside the organization and others in non-related
fields. The author recommends that institutional leaders avoid
the temptation to seek input only from like-minded individuals.
Collecting Input
Once it has been determined who will be involved in
establishing Goals, the planning team must decide how to gather
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input from the participating constituencies. This, of course
may be accomplished in a variety of ways. Group meetings,
personal interviews, questionnaires, and reaction panels repre-
sent ways of obtaining information concerning "what the organi-
zation should become."
Before one or more of these methods is selected, care
should be exercised in determining exactly what the information
is going to be used for and how it is going to be processed.
This means that professional help will probably be needed to
assist in the design of an appropriate data gathering scheme.
This should be coordinated with the designers of the information
system discussed in Step III. Careful planning at this stage
will help insure that untimely delays do not occur due to a
poorly conceived data collection and processing system.
Preventing delays will help maintain the interest of
those members of the ins ti tut ion who are directly involved with
the process. Delays in reporting the results of surveys can
lead to questions of their value, how they are being used,
whether it was worth the time to respond, and a variety of other
concerns on the part of constituent groups who are involved.
If input is to be sought from trustees, faculty, students,
and others, the planning team should clearly define how the
information will be used. This goes back to the notion of
developing a decision framework which is appropriate for the
situation and being sure that those involved know what the
decision process is. It can be extremely disconcerting for
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someone to spend a great deal of time deliberating over a
particular issue, and make a requested suggestion concerning
the issue-
- th inking that the input will be used to make an
important decision-
-only to find that the decision has already
oecn made and the decision-maker is only checking for reactions.
It is not likely that the person will spend much time on the
next such request. People are usually able to tolerate a
particular role in decision-making if they know what that
role is in advance. Problems occur when roles are uncertain
and expectations are unclear.
determined that some form of survey is to be
utilized to obtain opinions about institutional Goals, the
planning team must decide how the survey will be conducted.
The institution may develop its own unique approach, or ap-
proaches which have been developed by others may be utilized.
Probably some combination of the two will represent the best
answer. This will offer the advantage of accommodating the
unique needs of the organization while utilizing the head start
in design provided by others.
Several resources are available which can be helpful at
this stage of the process. Specifically, the research studies
by Gross and Grambsch, Baldridge, and Peterson, should' be of
interest and help. 21 Although the studies often confuse output
Goals and process Goals, they help give some insight into the
problem of Goal systems in higher education. They also provide
the basis of information which may be used to develop survey
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instruments designed to obtain input for the development of
institutional Goals. Richman and Farmer also provide a list
of thirty-one Goals which they believe represent the pursued
Goals of American higher education. 22 Their list offers a
point of departure for institutions that are trying to develop
a taxonomy of Goals for their organization.
The National Center for Higher Education Management
Systems (NCHEMS) has also designed a questionnaire which may
be administered to all or part of the institution's constituents.
The questionnaire is intended to determine the relative impor-
tance which each respondent attaches to certain proposed Goal
Statements. In addition to a standardized list of Goal State-
ments, the institution may add its own in order to personalize
the survey instrument.
Another approach which is gaining in popularity among
n 7
some institutions is called the Delphi Method. Using the
Delphi approach, the institution would develop a set of Goal
Statements and mail them to a number of individuals from whom
they are seeking input. The responses would be tabulated, re-
sulting in some modification of the list as some new Goal
Statements are added, some old ones dropped, and some of the
Statements combined. The revised list would again be mailed out
to the same response group, and they would again be asked to
comment in a prescribed manner to the Statements. This process
would continue for several iterations until the institution had
developed what it considered the best set of Goals for its
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particular purposes. Obviously this process requires some time
to complete. It does, however, have its advantages, and can be
very useful in developing Goals. It is certainly worth con-
sideration as an alternative to more conventional approaches.
Regardless of the approach selected by the institution,
tne objective should be the same: to develop the best set of
Goal Statements possible. These Statements will reflect the
philosophy of the institution and indicate to all concerned
the purposes which the organization aspires to achieve.
Analysis and Consolidation
Once the institution begins to evaluate the input con-
cerning Goals, two things will become painfully clear: (1) dif
ferent constituencies will want different things, and (2) there
will be more Goals suggested than the institution can ever hop
to accomplish. Neither of these facts needs to create trauma
in the organization, but they both must be dealt with in a
constructive and forthright manner.
The first problem mentioned above is one of Goal con-
gruency, or perhaps it should be stated as a lack of congruency
Each constituency in the university will have strong opinions
as to what the Goals of the institution should be. There will
no doubt be overlaps in the proposed Goal Statements. That is,
faculty members will propose some of the same Goals as students
alumni will propose some of the same Goals as local community
leaders, etc. But, it is also likely that some proposed Goal
Statements will be, or will appear to be, unique. Furthermore,
the list will probably be long. The organization must realize
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that it cannot be all things to all people, and that some of
the Goals may not be appropriate for the institution.
It would be ideal, perhaps, if all constituencies could
agree on the general direction of the institution. Unfortu-
nately this is not likely to occur. Therefore, the leadership
of the institution is faced with another sticky problem,
one which few institutions seem to handle effectively.
There are three basic ways in which the problem of
Goal congruency can be handled. The first is to state the
institution's Goals in terms that attempt to include everyone's
concern and interest. This, typically, results in vague state-
ments which have little real meaning.
The second way of handling the problem is to simply
list all the suggested Goals and to attempt to accomplish them
all. When the "list them all and don't cause conflict" ap-
proach is taken, the results are seldom satisfactory. The
resource requirement is high and the institution is splintered
by its attempts to be all things to all people. What normally
occurs is uniform mediocrity.
Finally, the problem of Goal congruence may be handled
through managed conflict resolution. Although many university
leaders attempt to avoid conflict between their constituencies,
there is nothing at all wrong with a good healthy disagreement
over important issues. And what could be more important than
determining the future of our educational institutions. The
author is not advocating the kind of disagreements that result
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in the type of politicking that
.any university leaders are
familiar with and try to avoid for good and just reasons.
Reference here is to disagreements which involve creative
conflict in which each side deals openly with issues inside
and outside the institution that are important to its future.
Disagreements in which the proponents of a particular position
build their case upon its merits, not upon the personalities
involved.
This may appear to be an
-’ideal" way to resolve conflict;
perhaps so, but it is achieveable. Achieveable if the institu-
tion’s leadership wants it to be achieved. It will take the
combined efforts and examples of every member of the planning
team, collectively and individually, if the organization is to
reach this level of rapport. It will not be easy. But it
is an achievement worth working for. The results can be a
unique set of purposes toward which the institution will
strive. And, if the process is good in arriving at the Goals,
the set of purposes will have the support* of those necessary to
help make it happen.
Even after the institution has dealt with the problem
of Goal congruence, it must deal with the second problem which
Richman and Farmer refer to as the "infinite resource problem ." 24
Attempting to achieve the long list of Goals which will result
from this step in the process would be possible (even if not
completely desirable) if the institution had unlimited resources.
Since this is not a situation in which many institutions find
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themselves, they must find some way of selecting from the
list those Goals which seem most appropriate.
This is, of course, much easier to say than to do.
if the institution is ever to achieve excellence in any
area, Goals must be placed in some order of importance. This
means that the institution must decide which of the many
alternative Goals will take first priority, second priority,
and so on. Deciding will require negotiation, compromise,
give and take. It will also require that selection criteria
be established and that the planning team articulate exactly
what the process will be for determining the final set of Goals
before the selection actually begins.
Even then, not everyone will agree with the final set
of Goals or with the ranking. Some organizational members,
including faculty, students, administrators, and even trustees
will object, fight, or even leave the institution. But, if
the process has been good, if the institution is sure that
it has defined purposes for which it is uniquely suited, if
there has been a clear definition of needs which the organiza-
tion should and can address, then the institution should press
ahead with its planning effort. If the plan is right, then
the institution will attract many more followers than it
loses
.
A constituent or a constituency whose Goal is placed
low in the order of priorities must recognize that the institu-
tion is not necessarily saying that the Goal is 'bad. It is
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saying that it is not appropriate for that institution at
that point in time, given the resources with which the enter-
prise has to work. It is only through this kind of selectivity
that the enterprise can ever hope to achieve excellence in
any area. Only through concentrating its resources in those
areas where it stands the greatest chance of making a unique
contribution can the institution hope to escape uniform medio-
cri ty
.
Obtaining Final Approval
There is often debate concerning when approval should
be sought for the plans being developed. Some writers suggest
that the institution should wait until the entire plan has
been developed, but this author disagrees. Approval should
be obtained at each critical stage of the planning process.
This is especially important if the GOST model is being used.
Since Goals will provide the foundation upon which Objectives,
Strategies, and Tactics will be built, it is essential that
they be firm before proceeding with the ijext step in the pro-
cess. It is also important that the plans receive broad-based
support from those in positions of power and influence in the
organization. Early involvement of those individuals and
groups, such as trustees, faculty senates, and legislators,
can help insure that needed sanctions are obtained.
One or Two Additional Comments
Before moving on to the next step, Objectives, one or
two other things should be said concerning Goals. Often when
institutions are attempting to develop Goals, there is a tendency
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to simply restate the old cliches concerning the pursuit of
knowledge or the preservation of academic freedom. There is
nothing inherently bad in these statements. In fact, it may
be important to continue to restate these beliefs from time
to time. But, if the institution stops with these statements
it has done little or nothing to differentiate it from all
the hundreds of other institutions of higher education in the
country. What is needed is not 2,600 institutions that all
resemble carbon copies of Harvard, Stanford, or M.I.T. What
is needed is for each institution to develop its own experience
curve, to determine how and why it is unique
; to recognize
local, state, regional, national, and international needs that
it is uniquely suited to fulfill; and then to set about to
capitalize on its strengths. This cannot be accomplished if
the institution simply tries to copy sister institutions or
sees planning as simply an extension of its current set of
activities
.
Remember that establishing Goals . consists of describing
what the organization should become. Sometimes organizational
leaders are afraid to allow themselves to dream about the
ideal. They are afraid that they will be accused of "blue sky"
pi anning- -pi anning that is not grounded in reality. There are,
of course, numerous examples of exactly that happening. Insti-
tutions tried to plan but never really came down out of the
"wild blue yonder" and thus their plans were little more than
intellectual daydreams. There is always a danger of planning
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without consideration of reality. But in the author’s opinion,
the gi eater danger is planning without dreams.
Many institutional leaders are so encumbered by the
day-to-day problems that they never step back to examine alter-
native futures, or to dream the impossible dream. Too many
university leaders look at the problems confronting today's
institutions and can only say "Why?". What is needed are
leaders who dare to dream the creative alternatives and say,
"Why not?".
It is difficult to say at exactly which step in the
planning process daring to dream the impossible dream is most
appropriate. In fact, the entire process of strategic planning
should be a balance between creativity, imagination, and
reality. The author believes that establishing a climate con-
ducive to creative thought and action from the outset is im-
portant. The great breakthroughs in science, medicine, business
or any number of other fields did not occur because the leaders
were content to continue with business as usual. They occurred
because men and women were willing to make a break with the
past, a break with tradition, and make the entrepreneurial
decisions necessary to open new frontiers. That is the kind
of thinking that is needed as educational institutions set out
to consider what their futures should be- -what kind of organi-
zation they should become. Only then will they be able to jar
themselves loose from the "in-a-rut" thinking which Haggerty
says is so deadly to strategic planning and strategic action.
25
Summary
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The establishment of Goals is the first step in deter-
mining what kind of organization an institution should become.
The process of Goal setting should result in the development
of a selective set of statements that represent the work of
the combined intelligence of the organization's constituencies.
These statements should reflect the unique purposes which the
organization aspires to achieve. They should provide the basis
for the development of operationalized statements of Objectives
and plans designed to lead to their accomplishment.
The development of Goals will likely not occur without
conflict. It is of little value to the institution if the
critical issues are only touched lightly in order to avoid
conflict among the constituencies. Managed properly, creative
conflict can lead to stronger Goals and a solidification of
support from constituents of the organization.
In setting Goals, the institution's leadership will
once again be faced with decisions concerning the involvement
of other members of the organization. The concepts of Situa-
tional Leadership Theory, as well as other theoretical frame-
works which were discussed earlier in this chapter, provide
the basis for leadership decisions that are consistent, rational,
and grounded in sound theory. Combining these concepts with
the planning technology described in Chapter IV should result
in the establishment of Goals that clearly articulate the insti-
tution's purposes and which carry the support of its constituen-
cies .
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Step V-
-Sett in o Objectives
Introduction
For the organization that has succeeded in developing
Goals, the next step is to translate the statements of aspira-
tions into specific, measurable statements of expectation.
Establishing specific Objectives which support the achievement
of the institutional Goals is the final step in answering the
question "What kind of organizatin should we become?".
Basically the process used to establish Objectives is
the same as that used to formulate Goals. There is, however,
a major difference in the intended results. Whereas Goals
represent broad, general statements, Objectives must be very
specific in nature. In other words, they must meet the criteria
set forth in Chapter IV.
The movement from Goals to Objectives is quite often
harder than one might initially expect. Resistance can be
aroused at this stage from individuals who either actively or
passively cooperated in setting Goals. Members of an organi-
zation often agree with, or simply go along with, Goals for a
variety of reasons. Some actively support the aspirations
expressed in the Goal statements. Some accept the Goal state-
ments because their generality does not appear threatening.
Others adopt a wait and see attitude, content to withhold judg-
ment until specific plans are developed. Still others view the
entire exercise as folly and resist involvement in any way.
Once the institution begins to get more specific in its plans,
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this can all change.
Specificity in strategic planning begins with the
establishment of Objectives. When the organization starts to
appiy dates, quantities, and performance criteria to its
statements of intent, members of the institution will begin
to see exactly how the plans affect them personally. They
may no longer be content to just observe. Even though the
institutional leadership has taken every opportunity to stress
the importance and seriousness of the planning activity, this
may be the first time that some members realize that the
effort must be taken seriously.
Translating Goals Into Objectives
The development of Objectives for an educational insti-
tution means specifying many different kinds of expectations.
As Martin points out, "Complex organizations, such as univer-
sities, are characterized by a complex multiplicity of inter-
related intent ions ." There is no standard set of categories
into which all institutional intentions should fall. In the
final analysis, each institution must determine the categories
in which its Objectives should be developed. The results should
be a set of interrelated statements of intentions which are
very specific and which support the statements of aspirations
which have been formulated as Goals.
Although each institution must determine its own Objec-
tive categories, the work of others can provide assistance in
making specific choices. The identification, measurement, and
evaluation of the outputs of higher education is the subject
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of a book published jointly in 1970 by the American Council
on Education, the Center for Research and Development in Higher
Education, and the Western Interstate Commission on Higher
Education (WICHE). 27 Appendix B also offers a list of measures
which may be of assistance in determining areas in which spe-
cific Objectives may be written.
Earlier the necessity for the institution to realize
its limitations and to make selections from among alternative
Goals was discussed. This probably meant eliminating the de-
sired Goals of some constituencies, or at least giving them
low priorities. At the Objective setting stage, this issue
assumes a new reality. If the institution is truly going to
concentrate its resources in the areas where it can make unique
contributions, then a crucial determination must be made as to
which of many desired intentions are the right ones for the
enterprise. This suggests that the institution, normally
through the planning team, must determine a process for
selecting from a number of desired alternatives
.
Just as with Goals, there are a number of ways by
which the prioritization of Objectives may be accomplished. As
the organization gains in experience it will become more and more
sophisticated in handling this assignment. The important thing
to keep in mind is that the screening criteria for selecting
Objectives must be determined and established before this step
begins. Everyone in the organization should know the criteria
by which their suggestions will be evaluated. If there is a
quantitative component to the criteria, each member of the
.on
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institution should understand the rationale for the quantifi
cation and how it will be applied. If the criteria will in-
clude an evaluation by some panel of experts, the organizati
should know the sanctions for the group as well as each judge’s
personal qualifications.
It is important that the evaluation be made by indivi-
duals with an institutional perspective. Objectives determined
by people who lack the conceptual skills to see the overall
picture will lead to narrow definitions of purpose designed to
serve special interests in the organization rather than the
institution as a whole.
It is at this point in the planning process that many
institutions fail, simply because they cannot make the critical
decision necessary to prioritize Objectives. They may try to
plow on through the process with decisions riddled with so
many compromises that few real changes actually result. They
may simply drop the entire process, or worse yet, let it fizzle
out without even giving it a proper burial. The results are
the same, business as usual.
It is not too hard to understand why some institutions
abandon the planning exercise at this point. Translating Goals
into Objectives requires hard decisions in many sensitive areas
For example, institutional planners must deal with Objectives
in such areas as:
^Enrollment
by school
by program
by professor
by course
^Expenditure Rates on Research
Contracts
^Research Dollars per Graduate
Student
*Faculty Teaching Productivity
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^Faculty Size
^Faculty Qualification
*Annual Degree Production
*Facul ty Research Productivity
*Space Utilization
*Distribut ion of Students
by level
by field
by sex
by age
by ethnic group
*Cos t of Processing Each
Degree
*Number and Dollar Value
of Research Contracts
None of these are easy areas in which to develop strategic
plans. Complicating the problem is the fact that in many cases
such planning has never before been attempted. Most institu-
tions have been content to accept whatever happened. Setting
Objectives in accordance with GOST forces the enterprise to
eliminate ambiguity and choose a specific course of action in
each area. In other words, strategic planning stresses a "make
it happen" attitude and behavior. If conflicts result, as
they surely will, the leader must attempt to maintain a
rational, above-board atmosphere in which to negotiate dif-
ferences .
ning process can place great strain on the organization's
leader. Establishing Objectives will be one of the first real
tests to determine the seriousness of the planning effort. It
will determine if the institution's leadership really has the
will to plan strategically. It will, in fact, be a clear indi-
cation of the leader's will to manage.
The influence of personal bias, or pressure from dif-
ferent groups often makes it extremely difficult for the
Guiding the institution through this phase of the plan-
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institution's leadership to remain neutral during the estab-
lishment of Objectives. The specificity of Objectives may
provoke resistance in ways that Goals did not. In addition,
each program, school, and individual that is involved in an
ongoing activity will naturally expect that activity to continue
They will all want to be sure that Objectives are written so
as to insure their continued viability. But, if the strategic
planning process is good, it is highly unlikely that this will
be possible.
If universities must continue to operate with limited
resources, as the author thinks they will, they cannot continue
with all the things they are currently doing and do them well.
Nor should they continue all current activities if they are to
fulfill their role of meeting the changing needs of society.
This suggests that the institutions must slough off those
activities which do not contribute to their long-range aspira-
tions. Old, tired and outdated programs must give way to new
and relevant activities. Such choices must result from a sys-
tematic, well thought out program of self-renewal rather than
from arbitrary and capricious decisions.
Unless the institution's leadership has both the will
to manage and a plan to manage this phase of the strategic
planning process, it will fail. The concepts which have been
presented earlier provide theoretical frameworks within which
the Objective setting activity can take place. They have
stressed the need for a priori diagnosis, the development of
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specific decision methods and the adoption of appropriate
leadership styles to increase the probability of successfully
working through diverse constituent groups. They are all appli-
cable for use in this step in the process.
The leader and the planning team must take time to think
through the entire Objective setting process before it is
implemented. There is no reason why educational institutions
cannot succeed in setting realistic and challenging Objectives
--if they truly want to do so. There are many excuses given
as to why it is not possible, but leadership with the will to
manage and a plan for change can successfully guide the insti-
tution through this phase of planning.
Common Pitfalls
One of the common failures in establishing Objectives
is to state them so that they have no relationship to the Goals
previously adopted by the institution. One way to avoid this
tendency is to always ask the question "Which Goal(s) does
this Objective support?". No Objective should be approved unless
it contributes to the accomplishment of at least one of the
organizational Goals. The planning matrix shown in Appendix I
is useful in keeping track of the relationships between Goals
and Objectives as well as other levels in the G0S1 Model.
Another common ' tendency is to confuse process and Oojec-
tives. It is not unusual to find institutional Objectives
stated as instruction, research, and public service. This
description of the activities of the institution is not
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inappropriate, but it is misleading if these activities are
substituted for the Objectives of the organization. As
Millett proints out, "Instruction is a process, the educated
graduate is an objective. Research is a process; addition to
knowledge is an objective. Public service is a process; ser-
vices actually performed are the objectives ." 28
Universities have generally not done a good job of
stating the purposes of instruction, research, and public ser-
vice. "Instruction for what ?", "Research for what ?", and "Pub-
lic service for what ?" are questions that are seldom, if ever,
asked. Without answering these questions, the members of the
institution are privileged to engage in almost any activity
that they please.
Mistaking process for Objectives makes evaluation vir-
tually impossible, at least in any meaningful terms. What
normally happens is that evaluation, when it does occur, is
limited to an evaluation of inputs, usually expressed in the
amount of time spent in an activity. Seldom, if ever, does it
focus on the quality of the activity, or its contribution to
the overall purposes of the institution. It is relatively easy
to determine the amount of . time that each department, school,
program, or individual is devoting to certain activities. It is
not so easy, however, to determine the value of those activities
Universities have been reluctant to state their purposes
in the form of specific Objectives for a variety of reasons.
Once Objectives are set, they provide a basis against which
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performance may be evaluated. Universities have not been
anxious to provide such an easy means of evaluation. Some
members of the university community maintain that specific
Objectives tend to place too many restrictions on the insti-
tution. They claim that Objectives become st rai t j ackets that
prohibit rather than encourage innovation. Still others view
such specific statements as a threat to academic freedom.
The author understands these arguments but believes
that they are better described as excuses than as rational
arguments for not having institutional Objectives. The result
of poorly worded statements of purpose, the author believes,
has been the waste of literally billions of dollars in support
of activities which, in the final analysis, bear little resem-
blance to the intended purpose of our institutions.
The victims of such oversights are collectively the
students, the taxpayers, the profession, and the faculty members
themselves. Further, the failure of institutions to move
aggressively to develop their own specific Objectives and means
of evaluation has resulted in the intervention from outside groups
who are insisting on imposing their own criteria. Our institu-
tions stand justly accused of this shortcoming. Setting specific
outcome expectations in the form of organizational Objectives--
throughout the ins titut ion- - and insisting on evaluation against
those Objectives is one way to begin to address the problem.
The importance of the environmental audits wil] again
become apparent as Objectives are formulated. This is especially
true with respect to the external audit. The Objectives of the
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organization must be determined with knowledge of the chang-
ing conditions m the external environment. These conditions
reflect the changing needs and opportunities which provide
a basis for the decisions concerning the concentration of
institutional resources. Ignoring the audits will potentially
result in Objectives which do not address specific needs and
therefore stand little chance of long-range success.
On the other hand, while the audits offer a basis for
grounding the Objectives in reality, they also represent
potential pitfalls. If attention is focused exclusively on
the information from the internal audit-
-upon what we are
rather than what we should become--
-the institution will prob-
ably simply attempt to continue its current activities. There
is a time for dealing with what we are, but that time is not
when Objectives are being developed. Only strong leadership
can guarantee that the enterprise does not become blinded by
its current activities but instead seeks to develop ways to
exploit the opportunities identified by the audits.
Two final things should be said about the development
of organizational Objectives. First, the Objectives must be
developed in accordance with the criteria given in Chapter IV.
This includes the fact that each Objective must have an Ob-
jective Manager. The planning team may be composed of indi-
viduals who will not ultimately be responsible for the imple-
mentation of the approved Objectives. However, it is impor-
tant that whoever is going to be responsible for an Objective
be directly involved in the planning process. This person
273
should take the responsibility for developing the Objective
in accordance with the guidelines specified in Chapter IV.
Then, when the Objective has been approved, he should take full
responsibility for seeing that it is implemented. This will
mean that the Objective Manager will have an increas ingly impor-
tant role in the planning process from this point forward.
For example, the next step involves the formulation of Stra-
tegies. In that step the Objective Manager must take the lead
in approving those Strategies which show the greatest potential
for helping the institution accomplish the stated purposes.
The second item involves the final approval of the
Objectives. Although the relationship between the develop-
ment of Objectives and Strategies is iterative, every effort
must be made to reach agreement and approval on Objectives
before the institution sets out to determine how they are to
be accomplished. Ambiguity at this point will lead to wasted
time, energy, and money as members of the organization go
about developing plans for activities which may or may not
be directed toward the mission of the institution.
Summary
In summary, the development of organizational Objec-
tives should proceed in much the same manner as the develop-
ment of Goals. However, Objectives are much more specific
than Goals and represent the means by which Goals are opera-
tionalized. In developing Objectives, institutions should
take steps to avoid the following pitfalls:
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1. Stating Objectives that are vague and ambiguous
and incapable of being measured.
2. Approving Objectives that do not support the Goals
of the organization.
3. Adopting Objectives that are not realistic in
light of the needs and opportunities determined
by the environmental audit.
4. Failing to prioritize Objectives.
5. Stating how as well as what in the organizational
Objectives. How
,
in GOST, is determined by
Strategies
.
6. Failing to specify an Objective Manager.
7. Failing to deal with the really hard issues which
must result in choices between expectations.
Choosing instead to attempt to satisfy everyone,
and thus really satisfying no one.
8. Failing to obtain agreement on the Objectives
before attempting to establish Strategies.
9. Failing to establish and communicate the criteria
by which Objectives are to be selected.
10.
Failing to diagnose the situation carefully to
determine the most appropriate leadership style
and decision making method.
Step VI- -Selecting Strategies
Introduction
Developing Strategies, the author feels, offers the
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organization the maximum opportunity for expressing its
creativity. Whereas the planning process up to this point
has attempted not to state how the institution’s aspirations
and expectations will be accomplished, Strategies are in-
tended to do exactly that. They represent the ways in which
the organization will seek to achieve its Goals and Objectives.
Strategies are specific plans selected by the organi-
zation from almost an unlimited number of alternatives. These
plans should guide the institution along its uniquely selected
path to close the planning gap. The planning gap, it will be
remembered, represents the difference between what the organi-
zation should become and what it will become if changes are
not made.
Defining the Planning Gap
It is difficult to begin to develop Strategies in any
meaningful way until the planning gap has been defined. If
the strategic planning activity has progressed in accordance
with the process described thus far, defining the planning
gap will be relatively easy. To review, the external audits
were used as a basis for identifying needs and opportunities.
This information was combined with constituent preference
statements to arrive at clear statements of the institution’s
Goals. These general statements were translated into specific
Objectives which represent what the organization expects to
accomplish over some finite period. Collectively, these
statements of Goals and Objectives represent the organization's
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best estimate of the kind of institution it should become.
Concurrently, the internal audit provided data which
enabled the organization to construct a profile representing
what it is today. The profile is multi-dimensional and is
generally accepted as an accurate representation of the
current state of affairs. With this profile and the infor-
mation collected from the external audit, the institution
can make fairly accurate assumptions about what it will
become if it simply continues with business as usual. Arriv-
ing at these assumptions will require that some forecasts be
made, but that can be accomplished with the aid of the man-
agement information system developed in Step III.
Once these tasks have been accomplished, the differ-
ence between the "should become" profile and the "will become"
profile is analyzed to determine if a planning gap exists.
If so, the institution must then determine what strategic
decisions must be made today in order to approximate the
ideal profile it seeks to achieve tomorrow. In other words,
the organization must select Strategies which it feels will
best help it close the planning gap and achieve its desired
outcomes
.
It may be that the organization will find that certain
of its Objectives can be accomplished by continuing with some
of the same activities in which it is currently engaged. In
this case, the only changes required would be those designed
to insure that the opportunity to operate in the current
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manner is continued. The Strategies, therefore, would be
those selected to help insure the continuation of current
conditions, relative to the desired Objectives.
Alternatively, the organization may have identified
a major gap between the "will become” and the "should become”
profiles. Such a gap will likely require major changes in
the operation of the institution. It might require different
funding, new personnel policies, or the development of new
programs
.
It would have been impossible to responsibly select
Strategies designed to close either of these gaps unless the
organization first knew where it wanted to go (should become)
and where it is starting from (is and will become). Answer-
ing these questions and defining the planning gap are pre-
requisites to Strategy formulation.
Generate, Evaluate, Select
If the organization is to review and select the best
Strategies, then it needs to keep in mind three activities
which must be accomplished in a specific order. These are,
the generation of alternative Strategies, the evaluation of
each alternative against some predetermined criteria, and
finally the selection of the alternative which shows the
greatest potential for success. Each of these activities
should be carried out in the order in which they are listed.
Being too hasty in the evaluation will surely lead to
the elimination of some alternatives that might be excellent
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choices for the organization. If the institution is truly
attempting to encourage new and better ways to accomplish
its Objectives, every effort should be made to repress the
urge to evaluate ideas before they have been fully explored.
This typically happens when an idea appears to be "wild" or
irrational," or when decision-makers have a predetermined
idea of how things should be accomplished and are simply
going through the motions in asking for new alternatives. In
either case, truncating ideas too early will usually lead to
a stultification of creativity at a time when new ideas are
so desperately needed.
Developing Alternatives
The development of alternative Strategies offers the
institution a great opportunity for creative expression. It
is at this point that one of the greatest chances to break
with the past is offered. This does not mean that every new
and imaginative idea is going to be selected for implementa-
tion. But, if the planning process is being managed properly,
it also does not mean that only those ideas which are tried
and true will be approved.
Creating the kind of climate where untested ideas and
unproven plans are welcomed is the responsibility of institu-
tional leaders. They must set the tone for the organization
to encourage creativity and innovative thinking. They alone
can establish the feeling that innovation should be the rule,
not the exception. Through their examples, innovation can
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become tradition. But, doing so will not be easy. As
Machiavelli said over 400 years ago:
It must be considered that there is nothin^
more difficult to carry out, nor more dan-
&
gerous to handle, than to initiate a new order
,
of things. For the reformer has enemies in
all those who profit by the old order, and
only lukewarm defenders in all those who wouldprofit by the new order, this luke-warmness
arising partly from the fear of their adver-
saries, who have law in their favor, and
partly from the incredulity of mankind, who
do not truly believe in anything new until
they have had the actual experience of it.^
But the excitement that can be generated in an institution
once the creative juices are stimulated and allowed to flow
freely can be an enormously energizing thing. Once the
institution realizes that it has the capability of creating
something truly exceptional and unique, something that its
membership has dared to imagine, has dared to suggest that
it create, it can generate a force that will arouse even the
most lethargical member of the organization.
To believe that this kind of thinking has no place in
the future of higher education is an indication of the short-
sighted, narrowminded leadership which our institutions no
longer need. One need only look at the histories of the
revered institutions in America to see that they did not
achieve their reputations by being carbon copies of earlier
institutions. As Drucker points out:
The American University as it emerged during . . .
[the period from 1860 to World War I] ... is
primarily the work of a small number of men:
Andrew W. White (president of Cornell, 1868-
1885); Charles W. Eliot (president of Harvard,
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1869-1909); Daniel Coit Gilman (president
of Johns Hopkins, 1876-1901); David StarrJordan (president of Stanford, 1891-1913)-
^i 9 1 ?on I!? iney JH xarper (P res ident of Chicago,1892-1904); and Nicholas Murray Butler (president of Columbia, 1902-1945). U
These men all had in common one basic insight:
the traditional college- essential ly an eight-
eenth-century seminary to train preachers--
had become totally obsolete, sterile, and un-productive. It was dying fast; America in
1860 had far fewer college students than ithad had. forty years earlier for a much smaller
population. The men who built the new uni-
versities shared a common objective; to create
a new institution, a true university. They
all realized that while European examples,
especially Oxford and Cambridge and the German
universities, had much to offer, these new
universities had to be American institutions.
Beyond these shared beliefs, however, they
differed sharply on what a university should
be and what its purpose and mission were. 30
White, Eliot, Gilman, Jordan, Harper, and Butler all
dared to be different. Others who followed them have been
more reluctant. So much so, in fact, that it is difficult
to differentiate one university from another today. But it
is not impossible for different institutions to identify
different niches in society that they are uniquely suited to
fill. Nor is it impossible for them to creatively design
ways to accomplish purposes, and missions which will set them
apart from others in the profession, Not if their leadership
will dare to be different.
There are, of course, many reasons why institutional
leaders are reluctant to allow themselves to think creatively
about the future. The work of Elliott Danzig, Sonja Nevis
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and Edward Nevis provides some interesting insight into the
problem. 31 The three psychologists were retained by Sun Oil
Company to develop a training program for use by the company
employees. The program was designed to help individuals
understand how to better utilize their full creative poten-
tial. The concept used in the design suggested that if
individuals could first understand the things that might
be standing in the way of their creativity, then they could
proceed to systematically eliminate those "blocks." The
program was, appropriately enough, called Blocks to Creativity.
The fourteen Blocks and a brief description of each appear in
Table 5.7.
There are, of course, other approaches to stimulating
creative thought which are common to business and government.
Think Tanks have been used in business and government for
years as retreats for executives to dream and plan for the
future. One fast- food chain even went so far as to build a
Think Tank in the shape of a giant hamburger in order to help
their executives relate more completely to their business.
Perhaps that is a bit extreme, although it would be difficult
to argue with their success, story. The point is that while
other sectors of our society have been willing to experiment
with ways to deal creatively with the future, universities
have been reluctant to do so. It is an area that the author
feels deserves a great deal of attention.
I.
II.
III.
IV..
V.
VI
.
VII.
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TABLE 5.7
BLOCKS TO CREATIVITY
Fear of Failure
Reluctance to Play
Resource Myopia
Over- certainty
Drawing back; not taking
risks, settling for less in
order to avoid the possible
pain or shame of failing.
Literal, overly serious
problem-solving style; not
"playing around" with stuff.
Fear of seeming foolish or
silly by experimenting with
the unusual
.
Failure to see one’s strengths;
lack of appreciation for
resources in one’s environ-
ment--people and things.
Rigidity of problem-solving
responses; stereotyped reac-
tions; persistence in behavior
that is no longer functional;
not checking out one’s assump-
tions
.
Frustration
Avoidance
Custom-bound
Impoverished
Fantasy Life
Giving up too soon when faced
with obstacles; avoidance of
the pain or discomfort that
is often associated with
change or novel solutions to
problems
.
Over- emphasis on traditional
ways of doing things; too much
reverence for the past; ten-
dency to conform when it is
not necessary or useful.
Mistrusting, ignoring or de-
meaning the inner images and
visualizations of self and
others: over-valuing the so-
called objective, real world;
lack of "imagination" in the
sense of "Let's pretend" or
"What if."
TABLE 5 . 7-
- Cont inued
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VIII. Fear of the
Unknown
IX. Need for Balance
X. Reluctance to
Exert Influence
XI . Reluctance to
Let Go
XII. Impoverished
Emotional Life
XIII. Unintegrated
Y in- Yang
XIV. Sensory Dullness
Avoidance of situations whichlack clarity or which have un-known probability of succeed-
ing; overweighting what is notknown vs. what is known; a
need to know the future before
going forward.
Inability to tolerate disorder,
confusion or ambiguity; dislike
of complexity; excessive need
for balance, order, symmetry
.
Fear of seeming too aggressive
or pushy in influencing others;
hesitance to stand up for what
one believes; ineffective in
making oneself heard.
Trying too hard to push through
solutions to problems; inabil-
ity to let things incubate, or
happen naturally; lack of trust
in human capacities.
Failure to appreciate the moti-
vational power of emotion; us-
ing energy in holding back
spontaneous expressions; lack
of awareness of the importance
of feelings in achieving com-
mitment to individual and
group effort.
Not making sufficient use of
contrasting ways of getting
at the essence of things;
polarizing things into oppo-
sites, rather than knowing how
to integrate the best of both
sides; lacking unified percep-
tion of the wholeness in the
universe
.
Not adequately using one's
primary senses as a way of
knowing; making only partial
contact with self and environ-
ment; atrophy of capacities to
explore; poor sensitivity.
Elliott Danzig, Edward Nevis and Sonja Nevis,
Blocks to Creativity (Cleveland, Ohio: Danzig-
Nevis
-
International
,
Inc., 197 0).
Source
:
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Developing Contingency Plans
Bill Stroud says that
Planning is like scheduling the birth of ababy: the fun time is always at the begin-
ning, we fill the closets with blue booties
seiect biue rattlers and buy baseball gloves.Ihen the nurse announces we have a girl.[Plans ] become a point of reference to which
revised actions can be related. 32—
It is not uncommon for individuals to become so in-
volved and confident about their plans that they feel nothing
can go wrong. That is a dangerous assumption, for approxi-
mately at that point something usually does go wrong. Some
assumption that was made proves to be invalid; some expected
event does not occur; or something totally unexpected inter-
feres with the proposed plan. Some such events can be pre-
dicted through careful analysis, but most cannot. It is
precisely for that reason that strategic planning is neces-
sary .
Such events do not have to be catastrophic. If the
planner carefully asks the "What if?" questions before the
implementation is begun, and develops contingency plans in
the event that changes are necessary, adjustments can be made
with minimal trauma.
Developing contingencies does not just occur when the
original Strategy is prepared. To be effective, contingency
plans should be just as dynamic as the Strategy itself. They
should change to meet the changing environment. That will
require constant monitoring and controlling of the planning
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variables from the very beginning of the planning process
until the Strategy is no longer viable for the organization.
There is a "law” called Murphy's Law which states:
"If any thing can go wrong, it will!". This should be kept
in mind when Strategies are being prepared. It will serve
as a reminder that contingency plans are not luxuries; they
are necessities in strategic planning.
Resources and Constraints
In developing Goals and Objectives the question of
how they were to be accomplished was never asked. In devel-
oping Strategies the question of "how " is central
. The organi-
zation must look carefully and critically at its resources
and constraints, inside and outside the organization, that
will facilitate and/or prevent the accomplishment of its
Goals and Objectives. This starts by looking realistically
at the kind of organization the institution is today. Data
generated from the environmental audit should provide a use-
ful profile of both the strengths and weaknesses of the
organization. Once they have been identified, they must be
evaluated in light of the Goals and Objectives that the
organization is attempting to achieve. Doing so will suggest
changes which must be made if the institution is to be suc-
cessful in its pursuits.
It does no good to be unrealistic about the strengths
and weaknesses of the organization, whether they involve
people, physical plant, finances, or any other resource
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variables. Doing so will only result in making plans which
are based upon wishful thinking and which stand little chance
of being successful. It is much better to objectively evalu-
ate the current situation and set about the development of
Strategies that: (1) capitalize on the current strengths,
(2) deemphasize the current weaknesses, and (3) systemati-
cally attempt to convert constraints into facilitating forces
which will work for, not against, the institution.
With regard to the third point, converting constrain-
ing forces into facilitating forces, a framework developed
by Kurt Lewin may be of particular interest. 33 He suggests
that there are two kinds of forces at work in any kind of
change effort: those which facilitate, the driving forces,
and those which constrain, the restraining forces . They are
always present in any situation, working against each other
and producing a state of equilibrium.
To evaluate a situation, Lewin suggests the use of a
concept called Force Field Analysis, which works approximately
as follows. First, a leader would describe a proposed change
which the organization wishes to make- -in this case a new
Strategy would qualify as such a change. Next, knowledgeable
individuals would identify all the forces which are at work
that will facilitate the successful implementation of the
Strategy. These forces would be listed as driving forces .
Then, a list would be made of all the forces which are at
work to prevent the implementation of the Strategy. These,
it will be recalled, are known as restraining forces .
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The driving forces in an organization are those forces
that tend to initiate change and keep it moving in a particu-
lar direction. For example, high morale, trust, and confi-
dence in the leadership of the institution might be considered
as driving forces in a particular situation. Resentment,
fear, and lack of follower confidence are examples of re-
straining forces that might work against the accomplishment
of a particular Strategy.
There are, of course, other kinds of driving and
restraining forces which are not directly related to the
human resources in the organization. For example, the lack
of a sufficient endowment, or an inadequate physical plant
might constitute restraining forces which would block the
accomplishment of the institutional Objectives. Such non-
human resources should certainly be included in the list.
The next step involves an analysis of specific ways
to change the current balance between the restraining forces
and the driving forces. The objective is to move the state
of equilibrium to a position more favorable to the desired
change. This might occur by decreasing the strength of
the restraining forces or by increasing the strength of the
driving forces. This is represented graphically in Figure
5 . 8 .
To summarize, the leader's aim is to realistically
identify all of the resources and constraints which may be
brought to bear on a proposed Strategy. The organization
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Fig. 5,8, Driving and Restraining Forces in Equilibrium
Source: Adapted from Hersey and Blanchard, Management of
Behavior
,
p. ICO.
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Should seek to emphasize its strengths and deemphasize its
weaknesses when considering alternative Strategies. Then,
to the extent possible, it should set out to minimize the
influence of constraints (restraining forces) by eliminating
them completely, converting them to resources (driving forces),
or increasing other driving forces to the point that they
overpower the constraints and move the state of equilibrium
in the direction of the desired change.
Who Should be Involved in
Strategy Development
Just as the author advocated a blend of top-down and
bottom-up approaches to the development of Goals and Objec-
tives, he suggests the same for Strategies. There should
be an opportunity for Strategies to originate from any place
in the organization. This is true when the organization is
developing an initial set of Strategies and afterwards as
well. Any member of the organization should be able tc pro-
pose the adoption of a new Strategy at any time.
It should be understood, however, that every Strategy
that is proposed must go through the same screening process.
It must be developed in accordance with the criteria speci-
fied in Chapter IV. And it can only be approved if it meets
the criteria for approval upon which the organization has
agreed.
Inviting the involvement of individuals throughout
the enterprise in the initial planning phase, and subsequently
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as the organization begins to implement its strategic plan,
is one way to encourage the organization to remain in con-
stant state of self-renewal. But, while the concept is
clear and the intention sincere, few members of the organi-
zation are likely to accept the invitation at first. Develop-
ing Strategy proposals is hard work, if done properly. Few
members will be willing to expend the energy to develop such
proposals. The establishment of explicit criteria for evalua-
tion and approval of Strategies will also be seen by some as
the erection of bureaucratic road blocks to innovation. It
take strong leaders to stand their ground in the face
of these kinds of assertions. It will require clearly articu-
lated reasons why some proposals are rejected and others are
accepted. And it will require highly visible support once a
Strategy is selected so as to encourage others to participate
in the ongoing planning effort.
Developing Criteria for
Strategy Selection
One would think that the selection of the right
Strategy should grow naturally out of the analysis of alter-
natives. This is not always the case. Even though the or-
ganization may develop sophisticated selection criteria,
complete with quantifiable measures, the final decision
remains as much art as science. This does not suggest that
the organization should not strive to develop systematic ways
to evaluate alternative Strategies in hopes of making better
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decisions. Nor does it suggest that the organization should
not attempt to utilize the latest in management science
techniques in order to better understand the consequences
of alternative decisions. It simply suggests that the de-
cision process used in selecting Strategies is very complex
and that it should be designed to accommodate the judgment
of the institution’s leadership.
It is also important that the decision process be
known by all those involved in the planning effort. This
means that attention must be given to the development of the
criteria before the time comes to actually make the critical
decisions. The planning team should be sure that considera-
tion is given to the political and legal constraints as well
as the more objective criteria which may be developed.
Just as with the selection of Goals and Objectives, it
is important that narrow, vested interest not be allowed to
overly influence the selection process. Those responsible
for the choice must be capable of broad conceptualization.
They must be able to see the ways in which the Strategies
relate to one another as well as how they individually support
the achievement of the institution's Objectives.
Finally, the organization should try to make the
decisions as rationally as possible. This does not mean a
mechanical process which judges the alternatives solely on
the basis of quantitative criteria. It does mean that every
effort should be made to strive for consistency in the
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decision process. Recognition must be given to the fact
that subjective criteria are going to be used. What is
sought is consistency in the application of those criteria.
The application of sound management judgment is essential.
The analysis of alternatives can help in determining their
appropriateness for the organization. But, in the final
analysis, a balance between analysis and judgment is required
in order to formulate the best Strategies for the institution.
Sloughing-Of f Yesterday 5
4
Repeatedly throughout much of this dissertation, it
has been emphasized that most universities are currently
faced with limited resources. Earlier the author pointed
out that the traditional sources of support are not likely
to expand their level of giving in the years ahead, at least
not at the rate previously experienced. In sum, this simply
means that our institutions will be expected to innovate
through displacement rather than adding on as was the case
in years past. Many institutions have interpreted this to
mean one thing- - stagnation. This need not be the case,
however, if institutions are willing to develop Strategies
for phasing out those activities which no longer contribute
to the accomplishment of their Goals and Objectives.
Developing such Strategies begins with the establish-
ment of clearly articulated Goals and Objectives against
which all of the organization's activities may be evaluated.
Even after that is done, it is not always clear that one
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activity contributes to the Objectives and another one does
not. It is often a matter of degree. In other words, it is
a matter of deciding which of several Strategies contributes
the most toward the accomplishment of institutional Objec-
tives. It may be, of course, that the organization would
support all of its current activities if unlimited resources
were available. But that is unlikely to be the case. There-
fore, the institution is faced with the problem of choice.
The criteria used in selecting which activities to
slough-off may be the same criteria used to select new strat-
egies for the institution. Sloughing- of f is a strategic
decision, just as is adding on. As such, it requires a
clearly articulated Strategy which specifies how the phasing
out of any activity will occur. There will, no doubt, be
people to retrain or relocate, physical facilities to deal
with, and public relations work required to help all the
affected publics understand the nature of the change. This
type of Strategy requires as much, or perhaps more, skill to
implement successfully than any other. But it is the type
of Strategy which universities must be prepared to aggres-
sively implement if they are to remain viable in a period of
stabilizing or shrinking resources.
Sloughing- of f begins by answering the question "What
are we doing today that we would not be doing if given a
choice?". Once those activities have been identified, it is
a matter of determining the most expedient way of removing
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them from the organization. Obviously this win-*' » ll require
leadership shill and diplomacy. It is quite possible ^
the institution will lose some supporters. However, it is
highly likely that other supporters will be gained if it is
clear that the change is being made in the best interest of
the entire institution. The communication of this intent
will be made much easier if the institution has already
articulated Goals and Objectives which are clearly visible
and understandable. Even though everyone may not agree with
the judgment, they will at least have a basis for understand
ing its rationale.
The Iterative Nature of the P rocess
As the process of Strategy evaluation and selection
is taking place there must be a constant checking against the
Objectives which they are intended to support. In the final
analysis, of course, if the Strategies do not support the
Objectives they should not be selected as plans for the
organization. This suggests that the Stbategies are subor-
dinated in a hierarchical relationship to the Objectives.
This, of course, is correct in GOST, but planners should not
overlook the influence that Strategy formulation has on
Ob j ectives
.
Remember that this is the first step in the planning
process in which the organization attempts to state how it
will accomplish .its Goals and Objectives. In doing so it
may find that the Objectives which have been stated are not
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realistic. Perhaps the organization has been too ambitious
in laying out its expectations and finds that in evaluating
the resources and constraints that they cannot be accomplished.
If this is the case, then the Objectives, and perhaps even
the Goals, may have to be modified. That is the iterative
nature of the planning process using GOST.
A word of caution and a word of relief are in order.
The relief comes for those who were concerned that the entire
planning process would not be grounded in reality, that the
idea was to set "pie in the sky” Objectives without adequate
consideration for whether or not they were realistic. That,
of course, is not the intention at all. It is intended that
Objectives be determined in a manner which allows the institu-
tion to break out of the in-a-rut thinking that often occurs
in day-to-day operations. Separating the "what" from the
"how" enables this to occur. Rejoining them at this stage
of the planning process provides the basis for a reality
check to insure that the organization does not wind up with
a set of wishes, none of which it is capable of accomplishing.
The cautionary word is that when leaders know about
the iterative nature of the relationship between Objectives
and Strategies, they often attempt to short-circuit the plan-
ning system and jump too quickly to evaluate the reality of
certain Objectives. This usually leads to the establishment
of Objectives which are easy to achieve, are not challenging,
and are not leading. If this happens the organization will
not realize the full benefit of the planning process.
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Selecting the Strategy Manager
In Chapter IV the author stated that every Strategy
must have a Manager. Perhaps the ideal arrangement is for
the individual who is actually responsible for developing
the Strategy to be named as its Manager. This is not always
possible. Situations will arise where the organization will
have to recruit someone to take the Strategy responsibility
after it has been formulated. If this is the case, the
leadership of the institution should be prepared to "nego-
t.iate" the Strategy specifications.
It will seldom be true that a person recruited to
manage a particular Strategy will want to proceed with the
plan exactly as it has been written. This need not present
a problem if the same criteria are applied to any revisions
as were applied to the original proposal.
Summary
The development of Strategies offers one of the great-
est opportunities for the' organization to fully exercise its
creative potential. If the organization has done a good job
of stating Objectives, it has potentially opened the door
for the development of creative alternatives from throughout
the institution. Creative thought and action during the
development of Strategies should be encouraged by the insti-
tution's leadership. Properly nurtured, it can facilitate
a constant state of self - renewal within the organization.
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The institution’s leadership should insist on rigor
during the evaluation stage of Strategy formulation with the
same tenacity with which it advocated creative thought when
alternatives were being, generated
. The critical evaluation
of resources and constraints at this stage of the process is
essential to the success of the planning effort. Failure to
insist upon it will result in plans that are based upon wish-
ful thinking not strategic decisions.
If the institution has been diligent in its evaluation
of its strengths and weaknesses as well as the opportunities
presented by the changing environment, if it has been creative
in developing ways to capitalize on its uniqueness, and if it
has insisted upon high standards in developing criteria for
evaluating its options, it is on the brink of the development
of a fine institutional roadmap to guide its path into the
future. What remains to be done is to develop the specific
steps that will direct the day-to-day operations. That step,
developing Tactics, is the subject of th,e next stage in the
process
.
Step VI I- -Developin g Tactics
Introduction
After Goals have been agreed upon, after Objectives
have been selected, after Strategies have been developed,
the organization must still determine what it will do tomorrow
in order to achieve its ultimate purposes. In GOST, tomorrow's
activities are reflected in Tactical Action Projects (TAPs).
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When Drucker said "The best plan in onl^ a plan, that is,
good intentions, unless it degenerates into work ," he must
have had Tactics in mind
.
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They specify exactly what work
must be accomplished today, tomorrow, the next day and the
next m order to bring the plan to life. Tactics are last
in the GOST hierarchy, but they should receive the same con-
sideration in their development as the other components of the
planning process. Failure to do so will emasculate the entire
strategic plan.
Developing TAPs
For the most part, the development of Tactical Action
Projects is fairly straightforward. Each TAP must contribute
to the accomplishment of some checkpoint in a Strategy. How
this will be accomplished is specified in the TAP. The
written description must include the number of people required
for implementation, the time period covered, the Strategy it
supports, the Objective the Strategy supports, the Checkpoint
it seeks to achieve, the person responsible for its imple-
mentation, the financial support required, and any other
relevant information. The exact amount of detail required
should be a matter of institutional choice. A sample TAP
format appears in Appendix J.
Ideally, TAPs are written under the direction of the
individual who would be responsible for their implementation.
That person might be anyone in the organization's hierarchy.
Broad based participation should be encouraged in the
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development of TAPs. For, just as there are a number of
alternative Strategies which may lead to the accomplishment
of an Objective, there are always a number of TAPs which may
potentially contribute to the accomplishment of a Strategy.
The Strategy Manager should encourage the development of
creative alternatives from a wide variety of individuals.
The results of broad participation will probably be
that more TAPs will be written than can be implemented. This
is, in fact, desirable. The Strategy Manager is then respon-
sible for approving/disapproving the proposed TAPs. Rigorous
selection criteria must be imposed to insure the practicality
of the chosen TAPs as well as their contribution to Strategy
implementation
.
TAPs are generally designed to be accomplished within
six to eighteen months. Collectively they approximate an
annual operating plan for the institution. The institution's
plans, of course, encompass the entire set of Goals, Objec-
tives, Strategies, and Tactics. However, TAPs should reflect
exactly where each of the organization's expense dollars will
be spent on a day-to-day basis. They are the "nuts and bolts"
element of GOST.
Some of the problems that are encountered during the
development of Tactical Action Projects derive from the rela-
tive position of TAPs in the planning hierarchy. Because
they are last in GOST, they are often perceived as relatively
unimportant. This is not correct. Without the benefit of
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TAPs to guide the day-to-day activities of the organization,
it is doubtful that Strategies, Objectives, and Goals would
ever be more than just dreams. Nonetheless, this perception
of the relative value of TAPs can create some interesting
problems for the institution’s leaders.
Sensitivity on the part of the leader is essential at
this point in the planning process. The members of the or-
ganization will have expended enormous amounts of energy in
dealing with the critical issues that were faced during the
earlier phases of planning. They may be mentally and physi-
cally drained. The thought of developing something so mun-
dane as Tactics may hold little appeal. It will, therefore,
require skill on the part of the leader to determine the
proper mix of task and relationship behavior needed to
accomplish the task. Care must be exercised in selecting a
leadership style that, matches the needs of the follower
groups and simultaneously insures the completion of the
planning task in a responsible manner. A philosopher once
said, "Show me a society that demands excellence from its
philosophers but tolerates shoddy work from its plumbers
and I’ll show you a society with holes in its plumbing and
in its theories." Leadership can tolerate nothing less
than the same excellence in the development of TAPs that it
demanded in the design of Goals, Objectives, and Strategies.
Summary
Since the development of Tactical Action Projects
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comes late in the planning process, it is often difficult to
maintain momentum and continuity in the planning effort.
Sensitivity to the followers’ needs is essential as the in-
stitution’s leadership seeks to provide the motivation needed
to successfully complete the strategic plan. A shift in
leadership style may be required as prescribed by Situational
Leadership Theory.
Specificity is synonomous with Tactical Action Pro-
jects. They provide the basis for commitment of resources
on a day-to-day basis in order to achieve the organization’s
Strategies, Objectives, and Goals. They detail what action
the institution must take today in order to realize its
ultimate purposes. In written form they represent activities
that are unambiguous and are Goal -or iented
.
Step VIII--Creating a Planning Document
Introduction
Throughout this dissertation, the author has emphasized
the fact that planning is a process that should be continuous
throughout the life of an organization. It does not start and
stop on certain days of the year, even though there may be
important milestones such as the dates on which budgets are
approved or disapproved. The author has also attempted to
place the products of planning the proper perspective. In
fact, earlier reference was made to an institutional planning
document not as a final product, but as an interim report.
Even so, the development of the planning document is an im-
portant step for the institution.
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Puirpose of the Planning Document
Five important reasons for creating a planning docu-
ment will be discussed. Surely it is possible to think of
more, but these stand out as particularly important. First,
it serves as a basis for closure of a very important task
which has required time, energy, and commitment from many
members of the organization. If the strategic planning
effort has been thorough, it will have lasted for several
months. It will have required many man-hours from every
constituency. It will have involved heated debates. It
will have been both a mental and a physical drain on the
individuals who participated. In the end, after all the
Goals, Objectives, Strategies, and Tactics have been devel-
oped, the people in the organization will need and will
deserve a rest. They will also deserve the opportunity to
sit back and review the fruits of their labor. This respite
will be short-lived, for implementation must begin immedi-
ately. But, for a brief period, the organization should be
able to pause and reflect on the work that has been com-
pleted. The development of a planning document signals
the end of one phase of planning and places in some tangible
form the results of the many months of labor.
The second reason that the planning document is impor-
tant is that it provides a basis for sharing the institution's
strategic plan with others. Not everyone in the organization
will have been deeply involved in the planning process. For
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a variety of reasons many faculty, administrators, students,
alumni, community leaders and important government officials
will not have had a direct part of putting the plan together.
They may, however, have a direct interest in the results
of the planning process. The institution, therefore, must
have some way of communicating the essence of the strategic
plan to these constituencies. The planning document can
provide the basis for that communication.
Additionally, the planning document can help members
of the institution maintain their perspective. The entire
strategic planning effort will have involved many different
people from throughout the institution. Each will have been
working on different components of the plan and may not
have had the opportunity to see how each component relates
to another to form an integrated whole. It is important
that persons in different schools and programs see how
their particular activity relates to the activities of other
schools and programs in the institution. It is also impor-
tant that all members of the institution understand the re-
lationship of their work to the Goals and Objectives of the
organization. The planning document offers the opportunity
to pull together the various pieces of the plan and to show
the critical relationships mentioned above.
The fourth reason for developing a planning document
is for the use of the institution's leaders in seeking final
304
approval of the strategic plan. The planning document will
offer a means of communicating the collective thoughts of
the constituents as to the proposed future direction of the
institution. Approval of the strategic plan will require
the commitment of funds as well as moral support. The plan-
ning document will provide a basis for explaining exactly
what the institution desires to accomplish and the ways in
which it has determined to pursue its purposes. Laying out
the details of a plan that specifies exactly how funds are
going to be spent and what they are intended to accomplish
will be a radical departure from the way in which many
institutions operate. It can be highly effective, though,
in gaining both financial and personal support.
Finally, the planning document offers the basis for
developing the review and control system which is so impor-
tant to the successful implementation of a strategic plan.
The planning document shows the critical relationships which
must exist between Goals, Objectives, Strategies, and Tactics
and provides the basis for monitoring those relationships
over time. The control system, of course, will include more
than the planning document. However, the document will pro-
vide the basis for the design of the system. It will also
provide a ready reference for the leadership of the institu-
tion concerned with the overall implementation of the plan.
One Document or Two
It is possible to accomplish the objectives stated
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above by developing only one planning document. It is
easier if two documents are designed, one as a "working"
document and the other as a "communication" document.
If the planning has been done properly, the organi-
zation will wind up with reams of written material. The
process will result in detailed descriptions of Goals,
Objectives, Strategies, Tactics, contingencies, financial
models, and environmental forecasts. All of this informa-
tion will have been important in formulating the strategic
plan. A great deal of it will be important during the imple-
mentation of the plan. However, not everyone will be inter-
ested in that much detail.
Trustees, community leaders, students, faculty,
alumni, and prospective donors may neither have the time
nor the interest to deal with the detailed information gen-
erated during the planning effort. They will, however, want
to have information essential to understanding the essence of
the plan. They will also want to know that the detailed
backup information exists and that every element of the plan
can be supported.
On the other hand, the members of the organization
that are responsible for the implementation of the strategic
plan will want and need the detailed information which has
been developed. It will serve as an organizational road-map
to guide the institution toward its stated Objectives. It
will also serve as the basis for performance evaluation and
the reference point against which future changes may be made.
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Because the needs outlined above are so different,
the author suggests that institutions consider the develop-
ment of two planning documents. One document should convey
the essence of the strategic plan in a brief and lucid form.
The other should detail the specifics of the plan and the
relationships of its various components. It should be the
basis for guiding the implementation, evaluation and modi-
fication of the Strategies and Tactics selected to accom-
plish the institution's Goals and Objectives.
An Illustration
Earlier the author referred to the strategic plan-
ning effort at the Southern Methodist University School of
Business Administration which led to the development of GOST
At the conclusion of the first formal planning period, the
School developed two documents similar to the ones described
above. The working document was approximately 1,300 pages
long and was impractical for use in communicating the aspir-
ations of the School to large numbers of* people. Therefore,
a smaller, seventy- eight page document entitled The Plan was
produced. It effectively served the purpose outlined above
for a communication document, leaving the longer, working
document for use by those responsible for the actual imple-
mentation of the strategic plan. The seventy-eight page
document is included as Appendix K to illustrate the results
of the condensation of one strategic plan.
A Word of Caution
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Too often written words are regarded as sacred and
unchangeable. Unfortunately, that is sometimes the result
of the preparation of a formal planning document. Some
people may feel that the organization must stick to the plan
"come hell or high water" once it is on paper and has been
approved. This kind of attitude is deadly in strategic
planning
.
This is not to suggest that the written plans should
be taken lightly and changed with every shift of the wind.
If the planning document reflects carefully thought out
Goals, Objectives, Strategies, and Tactics then it should
not be subject to daily changes. But, if the strategic
planning process is effectively practiced in the institution,
the opportunity for change should always be present. The
institution should constantly monitor the internal and ex-
ternal environments and make judgments concerning the effec-
tiveness of its plans. If changes are required, then changes
should be made. New courses of action should require the
same careful planning and rigorous evaluation as did the
original plan. However, the development of a formal planning
document should never be allowed to signal the end of planning
for the institution.
Step IX--Seeking Final Approval
. Introduction
After the planning document has been prepared, the
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institution must seek final approval for its strategic plan.
The approval of the plan is significant for both substantive
and symbolic reasons. Symbolically, the approval signals
to all the institution's publics that the organization is
going to proceed in accordance with the stated plan. Sub-
stantively, it means that the governing bodies have agreed
to the allocation of resources necessary to bring the plan
to life.
Such approval will be needed from a variety of
groups. The institution’s leader has the responsibility to
determine which groups have legal, political, and program-
matic rights of approval or disapproval of all or part of
the plan. If the planning process was well thought out,
most, if not all, of these groups will have been involved
throughout the process. This may facilitate their approval
but should not lull the leader into apathy about this step.
The presentation of the plan to the governing body and other
selected bodies is a variable which leaders can control and
which they must carefully manage to enhance its effect.
Content and Presentation
There seems to be little doubt that both content and
presentation are important when the strategic plan is pre-
sented for final approval. If the governing boards are ful-
filling their responsibilities, difficult questions will be
raised concerning the viability of the plan. The content
must be strong and able to withstand such interrogation.
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But good content is seldom enough. Too often good ideas do
not receive support due to the absence of well planned and
lucid presentations.
Preparation for presentation of the final planning
ideas should begin early. If fact, it should be one of the
Strategies included in the plan to plan discussed in Step II.
This Strategy should recognize that presentations may need
to be made to faculty, students, alumni, community leaders,
certain government officials, and trustees as well as other
groups. Each group will have different information needs
and be in positions to provide different sanctions for the
strategic plan. For example, the governing board must
formally approve the plan before it can be implemented.
Elements of the plan may require faculty approval before
being effectuated. Moral support will be sought from other
groups. In each case the group to whom the plan is being
presented should influence the form and content of the pre-
sentation. It should be designed to meet the specific needs
of each group and with specific objectives in mind. This
may necessitate the development of multiple presentation
formats
.
If different formats are required, it is important
to determine what is to be presented as well as how the
presentation will be made for each group. Detailed financial
reports may be required in order to obtain approval from the
governing board. Faculty members, on the other hand, may be
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more interested in the impact of the plan on educational
programs than in cost estimates. Students may have yet a
third interest. The planning team must, therefore, plan
the content of the presentation carefully so that it includes
the information necessary to accomplish explicit objectives
with a particular group.
.What is being presented will then
influence the design of the presentation, or how it is made.
The desired result of the presentation should also
influence the format. A presentation to give information
may be very different from a presentation intended to solicit
support and approval. Both types are important, but each
represents a means to very different ends. Such questions
as "What do I want to have happen at the end of the presenta-
tion?" and "How do 1 want people to feel and what do I want
them to do as a result of the presentation they are going
to witness?" can serve to guide the development of the
appropriate content and the selection of the best means of
presentation inorder to accomplish the stated objectives.
Too often the technical aspects of presentations are
neglected. Audio visual aids can be extremely effective in
explaining complex plans, but only if they are concise, rele-
vant, and readable. A slide presentation of a five-year
financial plan is of little value if it can only be seen
through the second row of a filled auditorium. Media for
the sake of media is not enough. All aids should be planned
to fill specific needs and to enhance the verbal presenta-
tion.
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Another error frequently made involves where pre-
sentations are made. The location can create an atmosphere
which is either conducive to discussion, debate, confronta-
tion, and active involvement or one which encourages passive
,
reactionary behavior by members of the group. If the plan-
ning team is seeking little feedback and wants only to give
information, the selection of the appropriate place for the
presentation can facilitate this kind of involvement. If,
on the other hand, active participation is being sought,
care should be exercised in creating an environment that
encourages such participation. Large auditoriums, formal
arrangements, and one way communications usually lead to
the former result. Informal retreats, discussion groups,
and less structure in the presentation can lead to the
latter
.
The time when final approval is going to be sought
can also have a great deal to do with whether or not the
desired results are obtained. Consider, for example, the
president who presents the institution's plans during the
last hour of the semi-annual board meeting and asks for
immediate approval. Time will not permit much substantive
discussion, and if approval is granted it will almost cer-
tainly be without much commitment. Or, consider the situa-
tion where approval is sought during the summer months when
relatively few faculty and students are available for dis-
cussion of the final planning document. Approval may be
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obtained from the governing body, but the probability of
widespread support from two other major constituents is
not high.
If the institution expects to receive strong support
for its plan, timing must be given careful consideration.
There should be ample time to explore the contents of the
proposed plan, make suggestions for changes, and work toward
an approved document that represents Goals, Objectives,
Strategies, and Tactics to which people can make commitments,
not half-hearted gestures of approval.
the risk of seeming too simplistic,
several suggestions can also be made relative to presentation
content. Realizing, of course, that the determination of
the content must remain the decision of the leader, the
author offers the following ten suggestions. They are basic
all probability should be discussed in varying ways
with any group interested in the institution’s strategic
plan.
1. An explanation of the planning philosophy of
the institution.
2. An explanation of the planning process used to
develop the strategic plan.
3. A detailed explanation of the planning assump-
tions underlying the strategic plan.
4. A detailed explanation of the Goals, Objectives,
Strategies, and Tactics, the relationship that
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they have to one another, and how resources for
the plan will be generated.
5. An explanation of how the plan will be phased,
i.e., the priorities, or what will be done
first, second, etc.
6. The cost of implementing the plan.
7. The role that each constituency must play if
the plan is to be implemented successfully.
8. Exactly how the plan will be evaluated, when
the evaluation will take place, how the results
of the evaluation will be communicated to the
constituents, and how the plan may be modified.
9. Where individuals may go for additional infor-
mation.
10.
Specific decisions that must be made before the
plan can be implemented, and when, where, how
and by whom.
Elements such as these must be considered as the
leader and the planning team make preparation for the final
presentation. This constitutes yet another opportunity for
leaders to exercise their diagnostic skills. Probably no
two groups will be best served by identical presentations,
and it is the responsibility of the leader to match the con-
tent and format of the presentation with the information
needs of the participating audience.
Beyond Promises
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"The board hereby approves the proposed plan
and. ..." These words are often music to the ears of a
university president and a team of planners, but are they
enough? The author thinks not, especially if they represent
the kind of tacit approval that often follows a presentation
of new plans and ideas in our institutions. Strategic plans
do not need silent acquiescence, they require bold commit-
ment. If the plans are truly strategic and represent new
directions for the institution, they will require the dedi-
cation and active support of all constituents in order to
be accomplished. Obtaining this kind of commitment is the
responsibility of the institution's leader. In the author's
opinion, strategic plans stand little chance of success
unless commitments not promises — are obtained. Commitments
can be obtained if institutional leadership will simply make
this critical need an integral part of the planning process.
Step X- - Implementation
, Evaluation
and Modification
Introduction
Even if an organization stopped the planning process
after obtaining approval for its strategic plan, the effort
would have been worthwhile. Members of the organization
would know more about their institution than ever before.
They would have a better sense of the interdependence of
each of its components. And they would have had a chance
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to review its weaknesses and to
Ackoff points out,
recognize its potential. As
e value of planning to managers lies more intheir participation in the process than intheir consumption of its product. Such parti-cipation stimulates the development of a
and
P?hUnde ^Standlng ° f the (° r g a nization)its environment, and it force* the
systematic formulation and evaluation of
alternatives that would not otherwise beconsidered. It unleashes large amounts of
creativity that is so often suppressed by
routine and the need to respond to crises
.
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But to stop short of implementation would be like savoring
the bouquet but never tasting a fine bottle of wine. The
question would always remain: how good would it have been
had we been allowed to test it completely?
Implementation is seldom easy. It never seems to
occur in exactly the way it was envisioned. But therein
lies both the excitement and frustration of this phase of the
planning process. Therein also lies the reason why strong
leadership is needed. Some members of the organization will
want to abandon the entire plan as soon as the first stum-
bling block is encountered. Others will insist on "staying
with the ship" long after it is determined that it is impos-
sible to bail fast enough to keep it afloat.
Deserting a component of the plan too early may
result in a loss of opportunity for the institution. On the
other hand, sticking with the plan beyond the point where it
is productive will result in wasted dollars and wasted man-
power. Institutional leaders must guard against either
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extreme. Doing so will mean that the institution must engage
m a constant process of evaluating the quality of its plan-
ning decisions against the realities encountered during
implementation. It must be sensitive to changing conditions
which might necessitate changes in the plan as early as one
day after approval or ten years hence.
Directing the implementation of a strategic plan is
somewhat like a man driving a car at night on a winding
road. If the driver stops, turns on the headlights, looks
down the road as far as he can see, and finds that the road
is straight and clear, he doesn't turn off the lights and try
to drive straight ahead for the next five miles! He keeps
the headlights on because he knows that there will be turns
and hills ahead that are just outside the limits of his
vision. So it is with strategic planning and implementation.
Wise leaders develop plans carefully by looking ahead as far
as they can. They know the details of the plans and how
they are supposed to be implemented, but they are constantly
looking ahead for turns and hills that could not be foreseen
because of the limits of their vision. By integrating
implementation, evaluation and modification, needed correc-
tions can be made in a timely manner so that the institution's
accomplishments may still approximate its aspirations.
Although they are often discussed separately, the
three concepts must be closely related in practice. Imple -
mentation is the process by which the organization attempts
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to achieve its stated purposes. Evaluation is the continuing
process by which an organization determines if those purposes
are being accomplished. Modification is the process by which
changes are made in the strategic plan. Evaluation and
modification represent the means by which feedback is obtained
and corrective action taken in order to keep the implements-
t i°n of the institution's strategic plan on track.
Evaluation and systematic modification have never
been easy in universities. The absence of clearly articu-
lated Goals and Objectives have made these activities parti-
cularly difficult. The development of a comprehensive
strategic plan using GOST should help facilitate both. Prop-
erly developed, Goals, Objectives, Strategies, and Tactics
provide the criteria against which performance may be evalu-
ated and the reference points against which modifications
may be made.
Evaluation and modification are included here in the
last step of the planning process, but in practice they
should be given consideration much earlier. Developing a
strategic plan without considering how it will be evaluated
and how it can be modified may lead to serious problems.
Implementation without concurrent critique may lead to pro-
longed operations which are out of control without the or-
ganization's knowledge. In addition, failure to specify how
the plan can be modified may raise serious questions about
how open the plan is to change. Both problems may be avoided
if leadership gives early consideration to these issues.
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The Leade r's Role in Implementation
Each of the elements of the strategic plan, i. e .,
Goals, Objectives, Strategies, and Tactics, will be imple-
mented under the direction of a Manager. The institution's
leader is responsible for the overall coordination of the
plan. It is a matter of choice, however, whether or not he
personally directs one or more components of the plan. Usu-
ally, although not always, the responsibility for implementa-
tion follows the organization's hierarchy. This means that
Goals are the responsibility of the institution's president,
Objectives the responsibility of vice-presidents. Strategies
the responsibility of deans, and Tactics the responsibility
of department chairpersons or heads of programs. It should
be emphasized, however, that this coincidence of organization
and planning hierarchies does not have to exist. Goals, Objec-
tive, Strategy, or Tactic Managers may be chosen from through-
out the organization.
If the university president chooses not to accept
responsibility for one or more of the Goals or Objectives,
he still must play a key role in the plan's implementation.
Generating and nurturing support, interpreting the plan to
people inside and outside the university, seeking new
opportunities, serving as the critical linkage between the
governing board and the remainder of the institution, and
monitoring the overall progress of the institution toward
its stated Goals and Objectives are all activities requiring
the direct involvement of the institutional leader.
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These activities require the leader's involvement with
”any diffcrent constituencies. Successfully executing these
responsibilities will, therefore, require a flexible leader-
ship style in order to effect the changes necessary to bring
the plan to life. Situational Leadership Theory may again
be used as a framework within which to diagnose follower
maturity and determine the most appropriate style for each
situation.
Another theoretical framework, which has not pre-
viously been discussed, also has relevance during implementa-
tion. The concept was first introduced by Kurt l.ewin and
deals with three phases of change: unfreezing
, changing
TO
and refree zing. The theory is based upon the premise that
individuals are basically "frozen” into certain patterns
of behavior defined by mores, customs, and traditions. Before
any real change in behavior can occur, the individual must
"thaw out." Unfreezing
, therefore, consists of breaking
down old ways of doing things so that a person is more
receptive to new alternatives.
Once unfreezing has occurred, new behaviors may be
tried, and changing begins. Then, as individuals begin to
integrate the new behavior patterns into their own personal-
ities, r efrcezing starts. In order for subsequent changes
to occur, the process would have to be repeated.
When implementation gets underway, leaders will
encounter individuals in each of these three phases. They
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must be prepared to deal with each individual in a manner
designed to facilitate behaviors which are supportive of
the institution's plan. Knowing where individuals are in
the unfreezing-changing-refreezing cycle can help leaders
determine the style that is most appropriate to encourage
and support the desired behavior. Lewin's conceptual frame-
work provides yet another way to diagnose leadership situa-
tions. The framework may be used as a complement to Situa-
tional Leadership Theory and the participative- coercive
change cycles in order to verify the leader's situational
39diagnos is
.
The Importance of Power
Earlier in this chapter the author discussed the
importance of power in leadership. Its importance will
never be more obvious than during the implementation of the
strategic plan. A mismatch between authority, or power,
and responsibility can result in leader frustration and
abortive attempts to achieve the institution's purposes.
Attention to this detail must be given throughout the insti-
tution's hierarchy. Powerless managers are seldom able to
accomplish the tasks defined by the strategic plan. There-
fore, every effort must be made to provide authority concomi
tant with responsibility for every Goal, Objective, Strategy
and Tactic Manger in the organization.
Etzioni, it will be remembered, indicated that two
kinds of power are important, personal power and positional
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40Po^er. The leader must attempt to obtain the sanctions
necessary to create sufficient positional power to execute
the strategic plan. Such power should be subject to clear
checks and restraints, but it must be freely given. If the
leader is in a position to grant positional power to others
m the organization, e.g., Objective Managers and Strategy
Managers, the same requirements should prevail. This con-
cept is critical to the success of the strategic plan.
Unlike positional power, personal power cannot be
granted by organizational policy. It must be earned. It
can only come from the followers in the organization. None
theless, it is extremely important that those in positions
to influence the appointment of individuals to key roles be
aware of the importance of personal power in the successful
execution of each element of the plan. If the situation
depends heavily upon personal power, it would be unwise for
leadership to be vested in individuals who are known not to
be respected and trusted by others in the organization. Th
is especially true in colleges and universities where hier-
archai relationships are often subordinate to colleague
relationships
.
The work of Fiedler, which was discussed in Chapter
III, it also helpful in explaining the importance of power
in leadership situation. His Contingency Theory defines
the relationship between leadership style and situational
41favorabieness . Situational favorableness is a function
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of: Cl) leader-member relations, (2) task structure, and
(3) Position power. If it is assumed that leader-member
relations reflect, at least in part, a leader's personal
power, then two of the three variables in situational favor-
ableness are related to the power of the leader.
Since Fiedler has concluded that the most appropriate
leadership style for a given situation is a function of sit-
uational favorableness, and since situational favorableness
is strongly influenced by both personal and positional power,
it is easy to see why institutional leaders would be wise
to familiarize themselves with the concepts of power. This,
of course, not only has implications for leader selection
but also for leader behavior after the initial selection is
made. For surely the situational favorableness will not
always stay the same. As it changes it will be important
that the leadership style also changes.
One final word on power. The post- Watergate syndrome
has created in some people a fear of granting too much power.
Even so, most recognize that without power, leaders are
little more than titular heads of our institutions. In the
decades ahead higher education will need much, much more
than leaders who are mere t itleholders
. Therefore, some
balance must be reached. Institutions must grant power on
the one hand, but be spared the results of the abusive use
of power on the other. This will require risks on the part of
our institutions and responsible behavior on the part of our
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leaders. Institutions must
power to their leaders, and
evaluated on how responsibly
institution's purposes.
be willing to grant the necessa
leaders must be willing to be
they use it to accomplish the
ry
Organizational Goals ve r s u
s
Individual Goal? ~
When Goal congruence was discussed earlier, the
emphasis was on the congruence of organizational Goals as
stated by different constituencies. There is, however, an-
other important set of Goals in the organization which has
not yet been mentioned. It too is important to the suc-
cessful accomplishment of the institution's purposes. The
Goals referred to here are the individual Goals held by each
person in the organization.
Individuals have their own sets of unique Goals and
Objectives that they are attempting to achieve. The organi-
zation can either facilitate or inhibit their chances of
successfully accomplishing those purposes. The extent to
which the attainment of individual Goals and Objectives is
facilitated by the concurrent attainment of the institution's
Goals and Objectives is the extent to which there is organi-
zational and individual Goal congruency. Usually, the greater
the congruency, the more productive the working relationship
will be.
Organizational and individual Goal congruence can be
enhanced by broad-based involvement in the strategic planning
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effort. As individuals help determine organizational Goals
they can influence the establishment of an atmosphere con-
ducive to their own Goal satisfaction. Even so, individual
needs will change over time, and their Goals will vary
accordingly. There will also be changes in the organization’s
personnel. Each change will bring new ideas and new Goals,
not all of which will be compatible with the institution's
purposes. Therefore, institutional leaders must strive to
achieve congruence between individual and organizational
Goals in a constantly changing environment. Even then it is
highly unlikely that organizational and individual Goals
will always be perfectly aligned.
Chris Argyris’s work provides some insight into why
4 2this is true. According to Argyris, individuals develop
over time in the following ways:
From y0
passive behavior active behavior
dependent behavior independent behavior
short time perspectives . . .
. long time perspectives
limited behavioral responses . .varied behavioral responses
limited self awareness great self awareness
This, it will be remembered, is consistent with the earlier
discussion concerning the maturity continuum in Situational
Leadership Theory.
As individuals mature their needs change. Organiza-
tions, however, sometimes interfere with the maturation pro-
cess through policies, rules, controls, and inappropriate
leadership styles. When this occurs, the result is often
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worker frustration, poor performance, or even a complete
breakdown of the relationship between the individual and the
organization. Unless the organization can provide an environ-
ment within which the individual may mature naturally, there
is likely to be incongruency between individual and organize-
tional Goals.
This presents a particular challenge for the institu-
tion’s leadership. It is not sufficient to simply recognize
that such conflicts are going to occur. The wise leader will
attempt to provide developmental opportunities that facili-
tate individual maturation and mutual Goal attainment.
Working toward mutual Goal achievement must start
with the sharing of institutional and individual Goals. Once
both are known it is possible to determine what changes need
to be made in order to maximize the chances to accomplish
both individual and organizational purposes. These changes
might include new assignments, greater freedom to act in the
present assignment, or even some modification in one or both
sets of Coals.
Personal Goal setting programs, which have gained in
popularity in business and industry in recent years, can
facilitate congruency between individual and organizational
Goals. In reality, many of the programs have been used almost
exclusively to measure performance and have not focused on
the developmental aspects of Goal setting. This shortcoming
is easily overcome, however, if the institution's leaders
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recognize the importance of Goal congruency and the oppor-
tunity to use such programs for developing human potential.
In order for the personal Goal setting program to be
of maximum benefit, consideration must be given to both what
personal Goals are and how they are to be accomplished.
Although not exclusively so, "what" focuses more on the con-
tribution of the individual effort to the achievement of
institutional purposes. "How," on the other hand, focuses
more on individual development and the satisfaction of in-
dividual needs.
Situational Leadership Theory provides a framework
which can be extremely helpful in improving the effective-
ness of personal Goal setting programs. As individuals
mature in accordance with Argyris's theory, they will require
different degrees of freedom in order to develop to their
full potential. This is, as was mentioned earlier, a desir-
able development in any organization. As individuals become
more mature and more capable of handling situations without
direction supervision, the organization will theoretically
function more effectively and more efficiently. According
to Situational Leadership Theory, as the individual matures
the leader's style must also change in accordance with the
continuum discussed in Chapter III.
In personal Goal setting programs there is seldom
one Goal or Objective toward which the individual is working.
Normally, there are several. Applying Situational Leadership
Theory, the leader and the individual would determine the
"
task-relevant maturity of the individual relative to each
personal Goal or Objective. They would then negotiate a
leadership style that would prescribe the kind of leader in-
volvement m each task. For example, for Objectives where
the individual's task- relevant maturity is low, the style
would be high task-low relationship. For Objectives where
the individual's task- relevant maturity is moderate-high,
the leader's style would be low task-high relationship.
By negotiating the leadership style in addition to
the Goals and Objectives, maximum opportunity can be provided
for the individual to develop. As help is needed the indi-
vidual would contract with the leader for assistance. How-
ever, when the maturity level of the individual indicates
the need for less supervision, the contract would allow the
maximum room for growth. Applying Situational Leadership
Theory in this manner should add a dimension to personal Goal
setting programs which has previously been missing. It shows
potential for developing the congruence between organizational
and individual Goals that is so important to the long term
success of any institution.
Evaluation and Modif i cation
Basically, the process of evaluation and modification
consists of the following six steps:
1. Establishing performance criteria.
2. Collecting performance data.
3. Analyzing performance data.
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4. Determining variance in planned and actual
performance
.
5. Determining appropriate corrective action.
6. Making necessary changes.
Each step m the process is fairly straightforward. Each is
relatively easy to accomplish if the plan has been formulated
in accordance with the criteria described in Chapter IV.
In GOST, the Goals, Objectives, Strategies, and
Tactics comprise the criteria against which performance may
be evaluated. If the organization begins the evaluation
process and finds that criteria are not clearly articulated,
i.e., the plan does not lend itself to evaluation, it may
signal that the plan was net properly formulated in the first
place. If this is the case, the plan may have to be revised
accordingly. If, on the other hand, the Goals, Objectives,
Strategies, and Tactics have been clearly defined and are
stated in ways that facilitate measurement, actual performance
data may then be compared with the planned performance to
determine what, if any, corrective action is necessary.
The collection of performance data should likewise
be facilitated by the lucid articulation of the strategic
plan. The kind of data that should be collected should be
easily determined by reviewing the strategic plan itself.
Goals, Objectives, Strategies, and Tactics formulated in
accordance with the guidelines specified in Chapter IV will
include measurement criteria and the means by which per-
formance is to be evaluated.
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How to collect the data to be used in performance
evaluation is another matter. Just as the process of col-
lecting input for the original plan was a matter of institu-
tional preference, so are the methods of collecting perform-
ance data. However, the guidelines specified earlier for
the development of information for the management information
system should prevail. To review, consideration should be
given to the following:
1. Who will use the information?
2. When should the measurement be made in order
for it to be of maximum benefit?
3. What is the relationship between the costs
of obtaining the information and its value to
decision-makers?
4. How timely is the information being collected?
5. What information is needed in order to make
the necessary decisions?
6. How much information is enough?
In collecting performance data it is important that
the right questions be asked and that they be asked at the
right time. Good information means timely information.
Ideally, performance information should be gathered concur-
rent with the implementation of the strategic plan. It is
usually not sufficient to wait until six or twelve months
after implementation has begun to determine whether or not
performance is proceeding according to the plan’s specifi-
cations .
330
Once performance data have been collected they must
be analyzed to determine if there is any variance between
planned and actual performance. If everything is proceeding
according to the plan, it is unlikely that any action will
be required other than that needed to maintain the current
direction. If, on the other hand, there is a deviation from
the charted course, a determination must be made as to the
most appropriate corrective action to take. This may, of
course, require some form of modification in the plan.
If modification is called for, it should begin at
the earliest possible date. There is usually very little,
if anything, to be gained by postponing corrective action.
This is true regardless of whether the correction calls for
mino r variations in the plan or ma j or surgery.
Two Types of Evaluation
The process described above is concerned primarily
with determining howr well the organization is progressing
toward its Goals and Objectives. There Is, however, another
question which must constantly be raised if the organization
is to maintain the optimal interface with its various environ-
ments. That question relates to the continuing viability of
the strategic plan itself. The environmental conditions
which led to the adoption of the organization's plan will
not remain static. Neither then should the plan. It should,
therefore, periodically be subjected to the same critical
analysis used when the organization first started the planning
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process. If such an analysis discloses that any portion of
the plan is no longer strategic
, it should be discontinued
as soon as possible.
This suggests that two kinds of evaluation are impor-
tant m strategic planning. One is concerned with efficiency
,
the other with effectiveness
. According to Drucker, "Effi-
ciency is concerned with doing things right. Effectiveness
is doing the right things ." 43
In developing a strategic plan the institution had
to be concerned with both efficiency and effectiveness. Goals
and Objectives primarily addressed the questions of effec-
tiveness, while Strategies and Tactics were more concerned
with efficiency. Any complete evaluation of the strategic
plan will also include an evaluation of both these dimen-
sions .
In the most basic sense, the continuing effectiveness
of the plan is determined by the same process that was used
to develop the original strategic plan. It is, of course,
highly unlikely that all new Goals, Objectives, Strategies,
and Tactics will need to be developed each time the plan is
reviewed. That is, not if care was exercised during the
development of the first plan. It is important, however,
that the opportunity exist for making changes in any com-
ponent of the plan whenever situational variables dictate.
It is also important that the internal and external environ-
ments be kept under constant surveillance to determine changes
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which may precipitate concomitant changes in the strategic
plan. The organization should review and update the entire
plan at least annually. In doing so it should reaffirm
those Goals, Objectives, Strategies, and Tactics which
should continue to receive support, while changing those
which require modification to insure that the organization
remains in a constant state of self-renewal.
In summary
,
continual evaluation of both effective-
ness and efficiency is important in strategic planning. If
the evaluation only involves an assessment of performance
efficiency and does not evaluate the efficacy of the plan
itself, it is unlikely that the plan will remain strategic
for very long. Changes in the external environment are
likely to render the plan virtually impotent. The organiza-
tion may wind up doing all the wrong things very well!
Summary
Once the institution's strategic plan has been
approved the work really begins. Implementation requires
the combined efforts of every constituency as the organiza-
tion attempts to turn plans into reality. Doing so will not
be easy. Things just never seem to go exactly according to
plan. In-flight corrections in the plan are usually required
to steer the organization toward its stated purposes. None-
theless, if the institution has selected its Goals, Objec-
tives, Strategies, and Tactics wisely, implementation of the
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strategic plan can and should be one of the most exciting
and rewarding periods in the organization’s history.
Implementation will, of course, require many changes
in the organization. It will require new behaviors and new
relationships. For some the changes will come easily. For
others the changes will seem so difficult as to be virtually
impossible. The selection of specific change strategies
that are sensitive to individual as well as organizational
needs can make the transition from past to future much easier.
Organizational changes depend upon individual changes.
Leaders who do not realize this fact and fail to provide
opportunities for personal growth and development as the
institution moves forward should expect only limited success
as they attempt to guide the organization toward the achieve-
ment of its stated purposes.
Finally, evaluation and provision for modification
must accompany implementation. Although often discussed as
separate elements of planning, they must.be executed simul-
taneously. Planning must not be viewed as preceding evalua-
tion and modification. They are correlatives; they inter-
mesh and evolve on feedback from each other.
Summary
The description of the strategic planning process
has been long. That is due, at least in part, to the fact
that the planning process itself is long and involved. In-
deed, as has been mentioned several times throughout this
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dissertation, it is a continuous
leally complete. In many ways, s
scnts a philosophy of management,
the potential of an organization
might be achieved. As Ackoff wri
process and hence never
trategic planning repre-
a way of thinking about
and how that potential
tes
,
Wisdom is the ability to see the long-run
consequences of current actions, the will-ingness to sacrifice short-run gains forlarger long-run benefits, and the ability
to control what is controllable and not totret over what is not. Therefore the
essence of wisdom is concern with thefuture. It is not the type of concern
with the future that the fortune teller
has; he only tries to predict it. The wise
man tried to control it.
Planning is the design of a desired future
and of effective ways of bringing it about.
^ ^ s an instrument that is used by the wise,
but not by the wr ise alone. When conducted
by lesser men it often becomes an irrelevant
ritual that produces short-run peace of mind,
but not the future that is longed for. 45
In this chapter, the author has presented ten essen-
tial steps in the strategic planning process. They are
summarized below.
Step I Making a Decision to Plan
Step II Developing a Plan to Plan
Step III Building an Information System
Step IV Setting Goals
Step V Setting Objectives
Step VI Selecting Strategies
Step VII Developing Tactics
Step VI 1 1 -- Creating a Planning Document
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Step IX Seeking Final Approval
Step X Implementation, Evaluation and Modification
For discussion, each step has been presented as a
discrete component of the planning process. In reality
there is a definite, iterative relationship between the
various steps. However, over time the general flow of the
process should cascade through the ten steps in the order
given above, and repeat itself throughout the life of the
organization.
Understanding the technology of strategic planning is
necessary but not sufficient if leaders are to successfully
implement comprehensive planning within institutions of
higher education. Unless technical skills are complemented
by both conceptual and human skills, the effort will prob-
ably be a disappointment for all concerned. Strategic plan-
ning requires the application of the diagnostic concepts and
leadership behavior discussed in this dissertation in order
to insure that the planning effort will r.ealize its full
potential
.
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CHAPTER VI
CONCLUSIONS AND RECOMMENDATIONS
The energy and vitality that make organiza-tions move depend upon individual initiative.Leaders with brilliant ideas and the capacity
to inspire thought and action in others arethe main generators of energy. The effects
of their personality induce a contagion toperform that is considerably stronger indirecting organizations than depersonalized
systems such as interlocking committee struc-
tures or participative management. The
release of individual energy and the conta-
gion to perform occur within organizational
structures. But the impulse and inspiration
derive from individual personality.
--Abraham Zaleznik 1
Introduction
At the outset, the author stated that this would not
be a research dissertation, but rather that it would be theo-
retical and historical in nature. As such, there are no
statistical data upon which to draw conclusions and make
recommendations. Nonetheless, conclusions have been reached
and recommendations will be made. It was inevitable that
during the process of writing a paper such as this, the
author's own ideas and beliefs would be challenged repeatedly.
That resulted in rethinking over and over the logic leading
to the premises upon which he based his thoughts, words, and
actions. In going through that process, some ideas were dis-
carded or modified and some convictions strengthened as new
information was integrated with old. The entire experience
has provided the author the opportunity to crystalize his
thinking concerning the concepts discussed in this paper.
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Throughout the past twelve months while writing this
dissertation, the author closely monitored the events in
higher education. Information was gathered from a variety
of sources and evaluated within the frameworks presented in
this paper. Views of classical writers and contemporary
journalists were combined with data gathered from practi-
tioners in private and public institutions. In each case
the author attempted to determine if the concepts of leader-
ship and strategic planning were indeed as applicable in
higher education as had been presumed at the outset of this
work. This chapter offers the opportunity to answer that
question
.
Conclusions
The events of the past twelve months have strength-
ened the author’s conviction that the absence of clearly
articulated goal systems is at the heart of the current
problems in higher education. Not only are goal systems
conspicuous by their absence, there is no convincing evi-
dence that leadership is being provided to develop such
systems for the future.
Few weeks passed during the last year without reports
of major crises in higher education in some part of the
country. The daily newspapers and the weekly magazines
carried major stories like the closing of mammoth City
University of New York and the trials and tribulations of
Boston University's President John Silber. Countless other
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lesser traumas occurred with only slight public notice.
As these crises came to the author's attention, he
attempted to answer the questions: "What caused the problem?"
and "Could the situation have been ameliorated through the
application of the concepts presented in this dissertation?".
Admittedly, this is far from a scientific approach to proving
the reliability and validity of management concepts. In-
deed, it smacks of Monday morning quarterbacking. Nonethe-
less, the results were interesting, if not statistically
defensible. In each case the author concluded that the
absence of plans and priorities could explain at least part
of the problem. Furthermore, it seemed clear that the insti-
tutional leader could have improved his effectiveness through
the application of the concepts of Situational Leadership
Theory
.
The past year also provided the author with the
opportunity for reflection. Much of his previous seven
years was spent in providing part of the leadership to create
a new and different approach to business education. Although
that work included some of the pioneering efforts in the
application of strategic planning in higher education, it
was accomplished without the benefit of many of the concepts
contained in this paper. It was not that the concepts, or
at least some of them, were not available. It was just that
few of the principals in that change effort had ever experi-
mented with them in actual practice. So, naturally, a part
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of the reflective period was spent speculating on whether or
not the application of various concepts would have resulted
in different and perhaps better outcomes. That, of course,
will always be a subject for debate. However, the author
was only mildly surprised to find that many of the problems
of those years could be brought into focus when viewed in
the context of the concepts presented earlier.
It is important to point out that the author was not
attempting to rationalize those problems. Experience has
shown the lack of value in that kind of exercise. This
reflection involved conscientious efforts to understand the
failures as well as the successes of the change effort. It
strengthened the conviction in the author’s own mind that
the systematic application of the concepts of Situatio n al
Leadership Theory and GOST can improve the effectiveness of
leaders in highe r education .
Today, higher education stands accused of being mis-
managed. If true, and the author believes that it is true,
much of the problem can be traced to acts of omission rather
than commission. Most of the leaders in higher education
have acted in good faith in carrying out their duties. Many,
in fact, have done remarkably well under extremely difficult
circumstances. Nonetheless, the fact remains that the heads
of many of our institutions have not met their responsibili-
ties in the critical areas of planning and leadership. This
is not because they have not wanted to, but because they did
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not know how to do so. Their training, education and experi-
ence did not prepare them for the events of the past decade.
As institutions have grown and become more and more complex,
the approaches to leadership and management which had served
higher education well in the past proved to be ineffective.
The author believes that this problem has been pre-
sent for a number of years. However, it was not so clearly
manifest during the three decades following World War II when
higher education experienced phenomenal growth and public
confidence. Now that era has passed. The problem of manag-
ing with limited resources stands out clearly against the
backdrop of stabilizing enrollments, faculty collective
bargaining, sharply rising costs without corresponding pro-
ductivity gains, and shifting public priorities. Now it is
obvious that the absence of clearly articulated Goals and
Objectives and of strong, decisive leadership for our insti-
tutions can no longer be tolerated. Not if these institutions
expect to regain the confidence of those whom they propose to
serve and those to whom they must turn for support. And not
if they expect to reestablish themselves in a priority posi-
tion in the minds and hearts of the general public.
Recommendations
The fields of educational planning and leadership have
vast frames of reference. Within these domains, there is a des-
perate need for cogent concepts and theories designed to improve
the management of our institutions. The author feels that GOST
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and Situational Leadership Theory represent two such concepts.
However, neither GOST nor Situational Leadership Theory has
been subjected to rigorous testing and evaluation. While the
concepts appear to have face validity and each has proven
valuable to practitioners, neither has had the benefit of
systematic study by qualified researchers. The author
strongly recommends that such research be accomplished, but
that it not be confined to laboratory simulations. It should
instead be action research
, directly involving field studies
with the heads of educational institutions.
Second, the author recommends that researchers and
writers in the fields of leadership, planning, and manage-
ment focus their attention on the needs of higher education.
Many of the management concepts which have worked success-
fully in business and government can also be applied in higher
education. There is a great need for people who recognize
the similarities as well as the differences in these insti-
tutions and who will tailor these concepts to educational
situations. Efforts should be made to provide holistic
theories as well as concepts that focus on specific areas
within the field of higher education management. Such inte-
grated conceptual frameworks are needed every bit as much as
specialized knowledge in differentiated areas.
Third, the author assumes that it is impractical to
look exclusively to recruiting as the solution to the leader-
ship problems in higher education. Efforts must be made to
345
assist those already in leadership positions to improve their
effectiveness. Therefore, the author recommends that new
educational programs be designed to help the heads of colleges
and universities improve their skills in the areas of leader-
ship, management, and planning. In particular, the author
recommends that faculty members in schools of business admin-
istration and management turn their attention to the develop-
ment of ways that they might be of assistance within their
own institutions.
Fourth, the author recommends that colleges and uni-
versities give high priority to the creation of integrated
degree programs designed to prepare tomorrow’s leaders of
our educational institutions. The bases for such programs
already exist on many campuses. The needed resources are
usually not to be found in one school or department. They
are often scattered throughout the campus in schools of busi-
ness, public administration, education, law, and humanities.
However, a catalytic agent is needed to organize and coor-
dinate these resources. The marginal costs of designing and
implementing such programs should be relatively low compared
to their potential benefit. The need has certainly never
been greater.
Fifth, the author recommends that leaders in our
colleges and universities seek to understand and to use
existing concepts of leadership and management in order to
improve their effectiveness. Such concepts are often easily
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adapted to higher education if leadership simply has the
interest and the will to do so. But, no theory will improve
the caliber of leadership in our institutions unless it is
put into practice.
Finally, the author calls upon all constituencies in
higher education-
-trustees
, administrators, faculty, students,
and community members at large-
-to insist upon nothing less
than clearly defined and lucidly articulated strategic plans
designed to guide our institutions through the problems of
the decades ahead and toward their desired futures. Once
again, John D. Millett summarizes the point well.
There is seldom a perfect solution to any
problem. There are only preferable or
reasonable or intelligent lines of action
taken by men who realize that time is short,
the burdens are many, the challenges never-
ending, the expectations great, the oppor-
tunities demanding, the prospects hopeful.
Planning is an indispensable part of decision-
making. Planning without action is fruitless.
Action without planning is dangerous. These
lessons managers in many different kinds of
enterprise have learned from experience. We
in higher education must continually demon- -
strate that we have learned the lesson, too."
finis
chapter VI
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OUTPUTS AND MEASURES OF HIGHER EDUCATION
Instructional Outputs
Variables
Cognitive Attributes of Students:
Source of Measures
Level of General Knowledge
Level of Knowledge in Chosen
Field
Basic Language Arts Skills
Critical Thinking and
Reasoning
General Intelligence
Affective Attributes of Students:.
Self-concept
Satisfaction with Educational
Experience
Citizenship
Values
Achievement Motivation
Tangible Attributes of Students:
Earning Power
Awards
Affiliations
Avocations
G.P.A.
Level of Educational
Attainment
Flexibility of Employment
Areas of Career Interest
Test Scores
Test Scores
Test Scores
Test Scores
Test Scores
Questionnaire Responses
Questionnaire
Questionnaire
Questionnaire
Questionnaire
Responses
Responses
Responses
Responses
Placement and
Employment Data
Number. and Stature
of Awards
Number and Kind of
Affiliations
Number and Kind of
Hobbies
Academic Record Data
Academic Record Data
Placement and
Employment Data
Questionnaire Responses
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Institutional Environment Outputs
Variables
Academic Environment Attributes*
Rate of Student Success
Mean Time to Reach Degree
Faculty Turnover
Faculty Availability to
Students
Academic Resources Available
Quality of Instruction
Academic Aptitude Mix
Student Stress
Faculty Stress
Source of Measures
Dropout Data
Student Record Data
Faculty Record Data
Student Questionnaire
Library Data
Faculty & Student
Questionnaire
Entering Student SAT
Scores
Student Questionnaire
Faculty Questionnaire
Social Environment Attributes*
Degree of Social Activity on
Campus
Racial Mix
Socio-Economic Mix
Family Attitude Characteristics
Social Involvement of Student
Body
Per cent Resident (on campus)
students
Rate of Marriage Among Students
Physical Environment
Activity Records
Student & Faculty Records
Student Records
Ques tionnaire
Questionnaire
Housing Sc Student Records
Student Records
Physical plant Data Sc
Questionnaire
Research Outputs
Variables
Reorganization of Knowledge
New Inventions and Developments
(Applied Research Products)
New Ideas and Concepts
Pure Research Outputs)
Personal Involvement of Students
and Others (instructional
spinoff
)
Source of Measures
Number of new books,
textbooks, etc.
Number of patents,
adopted procedures, etc.
Number of articles, papers,
awards, citations, etc.
Number of hours involvement
on projects by students,
industry, personnel, etc.
355
Public Service Outputs
Variables Source of Measures
Student Involvement in Community Hours of time, type of
project, questionnaire
Faculty Involvement in Community Hours of time, type of
project, questionnaire
Cultural Activities Available Number, type, duration,
attendance, participa-
tion
Recreation Activities Available Number, type, duration,
attendance, participa-
tion
Continuing Education Activities Number, type, duration,
enrollment, quality, and
satisfaction, question-
naire
Social Criticism Amount, frequency, inten-
sity, effects of con-
frontation-Students and
Community-Faculty and
Community
Personal Services Number of health care
patients, conseling
patients, psychological
testing, legal advice
requests, etc. (dollar
value of such services)
Indirect Community Benefits Students available as
employees drawing power
of the community as a
place of residence for
professional and
skilled persons
Community Psychic Income Public pride, awareness
that expertise is
available if needed
Product Testing Number and types
of pro-
ducts and materials
tested for government
and industry
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Measures of Achievement For A School of Business Administration
1. Quality of Students, Faculty, and School Associates
i
a) Admissions records of students
b) Faculty backgrounds
c) Position of school associates in private and public professional life
2. Demand For Students, Faculty, and Alumni
«
a) Number of new job offers
b) Salary levels of offers
c) . Ranking of companies, public organizations, universities making offers
d) Visiting arrangements to industry, government, and other schools
3. Demand For Products and Services of Schooli
a) Educational materials
b) Consulting services
c) Executive operations packages
d) Publications
e) Civic appointments
f) Honorary and advisory committees
4, Business Community Support
i
a) Grants-in-aid and development funds
b) Student and faculty aid
c) Service on advisory and development boards
d) Placement of graduates
e) Student and faculty recruiting
5, Government and Foundation Support
i
a) Fellowship and scholarship awards to students and
faculty
b) Research and study grants
c) Development grant awards .
d) Major grants from legislative appropriations
6, Amount of Innovation By Students, Faculty,
Graduates, and Business
School Associates
i
a) Management theory and methods
b) Publications and addresses
c) Educational methods
h! Mana^emert and educational technology
e) SSSSSnal society leadership, local and national
f) Editorial board memberships
g) Industry association leadership
1 • Civic Efforts By School!
a) Help for disadvantaged
c) National
1
and
1
local planning group memberships
d) Local and national volunteer
groups
APPENDIX C
PROPILE OP ORGANIZATIONAL CHARACTERISTICS
Organ! tational
Variables
How much confidence and trust
is shown in subordinates?
How free do they feel to
talk to superiors about Job?
How often are subordinate's
ideas sought and used
constructively?
Is predominant use made of
1 fear, 2 threats, 3 punish-
ment, 4 rewards, 5 involvement?
Where is responsibility for
achieving organisation's goals?
How much cooperative team-
work exists?
What is the usual direction
of information flow?
How is downward
communication accepted?
How accurate is upward
communication?
How well do superiors know
problems faced by subordinates?
At what level are
decisions made?
Are subordinates involved in
decisions related to their
work?
What does decision-making pro-
cess contribute to motivation?
How are organizational goals
established?
How much covert resistance to
goals is present?
How concentrated are review
nnd control functions?
Is there an inform.nl
organization resisting the
formal one?
What nre cost, productivity,
nnd other control data used
for?
system 1 SYSTEM 2 SYSTEM J SYSTEM 4
Item
no.
Virtually none
|
1 1 1 t 1
Some
!
1 1 I I 1
Substantial
amount
1 II I
A preat deal
| 1
Not very free
1 1 1 1
Somewhat free
1- 1 1 1
Quite free
llll
Very free
llll 2
Seldom Sometimes Often Very frequently
1 1 1 L_ till iiii llll 3
1. 2. 3.
occasionally 4
1 1 1 I’
4, some 3
llll
4, 6ome 3 and 5
_ llll 5,
4, based on
groupllll 4
Mostly at top
1 i l-l
Top and middle
11 1 1
Fairly general
I 1 1 1
At all levels
I I 1 1 5
Vary little
1 1 1 1
Relatively little
llll
Moderate amount
iiii
Great deal
llll 6
Downward
llll
Mostly downward
till
Down and up
iiii
Down, up,
and sideways111 1 7
With suspicion
1 11 1
Possibly
with suspicion111 1
With caution
1 1 11
With a
receptive mir.d
I J 1 1 8
Usually inaccurate
llll
Often inaccurate
1 1 _ _1 1
Often accurate
llll
Almost always
accurate
1 111 9
Not very well
llll
Rather well
llll
Quite well
llll
Very well
llll 10
Mostly at top
llll
Policy at top,
some delegationtill
Broad policy at top,
more delegation
1 1 II
Throughout but
well integrated
1 1 1 1
il
Almost never
llll
Occasionally
consultedllll
Generally consulted
i i i i
Fully involved
__i i i i 12
Not very much
llll
Relatively little
III 1
Some
contribution
i i i i
Substantial
contribution
1 1 1 1
13
Orders issued
llll
Orders, some
comments invitedllll
After discussion,
by orders
l ill
By proup action
lexcept in crisis)
1 1 1 1
14
1 Strong resistance
llll
Moderate
resistancellll
Some resistance
at times
1 l 1 _1
Little or none
;
1
1 1 1
15
Very highly at top(ill Suitehifhiy at topllll Moderate
delegation
to lower levelsllll
Widely shared
1 1 1 1
16
I
Yes Usually
llll
Sometimes
llll
No—-same goals
as formal
1 1 1 1
17
Policing,
punishment
1 1 1 1
Reward nnd
punlshmen t
i -i i i
—
Reward, some
some self-guiihuice
i i—i—i—
SelT-ruidance,
prubler-colvinr
1 J 1 1
18
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LEADER’S SUPERIOR (’J
ASSOCIATE j I
SUBORDINATE f~]
Directlous:
Assume
(miTic oC leidtr}
is involved in each of the following twelve
situations. Each situation has four alternative
actions this leader might initiate. READ
each item carefully. THINK about what this
person would do in each circumstance. Then
CIRCLE the letter of the alternative action
choice which you would most closely describe
the behavior of this leader in the situation
presented. Circle only one choice.
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SITUATION ALTERNATIVE ACTIONS
1 Subordinates are not responding
j
lately to this leader’s friendly
1 1* conversation and obvious concern
for their welfare. Their per-
|
fonnance is in a tailspin.
This leader would...
A. emphasize the use of uniform pro-
cedures and the necessity for task
accomplishmen t.
B. be available for discussion but
would not push.
C. talk with subordinates and then
set goals.
D. intentionally not intervene.
SITUATION ALTERNATIVE ACTIONS
The observable performance of
this leader's group is in-
I 2. creasing. The leader has been
making sure that all members
were aware of their roles and
standards
This leader would
. .
.
A. engage in friendly interaction,
but continue to make sure that
all members are aware of their
roles and standards.
B. take no definite action.
C. do what could be done to make the
group feel important and involved.
D. emphasize the importance of
deadlines and tasks.
j
SITUATION ALTERNATIVE ACTIONS
|
This leader's group is unable to
1 solve a problem. The leader has
I 3. normally left the group alone.
Group performance and inter-
1 personal relations have been good.
This leader would...
A. involve the group and together
engage in problem-solving.
B. let the group work it out.
C. act quickly and firmly to correct
and redirect.
D. encourage group to work on
problem and be available for
discussion.
SITUATION ALTERNATIVE ACTIONS
j
This leader is considering a
!' major change. The leader’s
I 4. subordinates have a fine record
j of accomplishment. They re-
1 spect the need for change.
This leader would...
A. allow group involvement in
developing the change, but
would not push.
B. announce changes and then im-
plement with close supervision.
C. allow group to formulate its
own direction.
I>. incorporate group recommendations
but direct the change.
[ SITUATION ALTERNATIVE
ACTIONS
The performance of this leader's
group has been dropping during
the last few months. Iv'.emoers
j have been unconcerned with meet-
I 5* ing objectives. Redefining
I roles has helped in the past.
They have continually needed
I reminding to have their tasks
I done on time.
This leader would...
A. allow group to formulate its own
direction.
B. incorporate group recommendations,
but see that objectives are met.
C. redefine goals and supervise
carefully.
D. allow group involvement in setting
goals, but would not push.
\
SITUATION
This leader stepped into an ef-
ficiently run situation. The
I
previous adm inis ‘trzi "tor ran a
6. tight ship. The leader wants to
maintain a productive situation,
1 but would like to begin humaniz-
|
ing the environment.
ALTERNATIVE ACTIONS
This leader would. .
.
A. do what could be done to make
group feel important and involved.
B. emphasize the importance of dead-
lines and tasks.
C. intentionally not intervene.
D get group involved in decision-
making, but see that objectives
are met.
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SITUATION
This leader is considering making
major changes in organisational
structure. Members of the group
7« have made suggestions about
needed change. The group has
demonstrated flexibility in day-
to-day operations.
ALTERNATIVE ACTIONS
This leader would..,
A. define tho change and supervise
carefully.
B. acquire group’s approval on tho
change and allow members to
organise its implementation,
bo willing to mako changes as
recommended, but maintain control
of implementation,
avoid confrontationi leave things
alone.
C.
D.
SITUATION
Group perfonmance and interper-
sonal relations aro good. This
8. loader feels somewhat unsure
about the lack of direction
givon to the group.
ALTERNATIVE ACTIONS
This leader would...
A. leave the group alone.
B. discuss tho situation with the
group and then initiate necessary
changes
.
C. take steps to direct subordinates
toward working in a well-devined
manner.
0. bo caroful of hurting boss-
subordinate relations by boing
too directive.
9.
SITUATION
This lender has been appointed
by a superior to head a task
force that is far overdue in
making requested recommendations
for change. The group is not
clear on its goals. Attendance
at sessions has been poor.
Their mootings have turned into
social gatherings. Potentially
they have the talent necessary
to help.
ALTERNATIVE ACTIONS
This lender would...
A. let the group work it out.
3. incorporate group recommendations,
but see that objectives are net.
C. redefine goals and supervise
carefully.
allow group involvement in setting
goals, but would not push.
D.
10
.
SITUATION
Subordinates, usually able to
tako responsibility, are not
responding to tho loader's
recent redefining of standards.
ALTERNATIVE ACTIONS
This loader would...
A. allow group involvement in re-
defining standards, but would
not push.
B. redefine standards and supervise
carefully.
C. ovoid confrontation by not
applying pressure.
D. incorporate group recommendations,
but see that new standards are
mot.
SITUATION
This leader has been promoted to
a now position. The previous
manager was unlnvolved in the
11. affairs of tho group. The group
has adequately handled its tasks
and direction. Group inter-
relations are good.
ALTERNATIVE ACTIONS
This leader would...
A. take steps to direct subordinates
toward working in a well-defined
manner.
B. involve subordinates in decision-
making and reinforce good
contributions,
C. discuss past performance with
group and then examine the need
for new practices.
D. continue to leave the group alone
12 .
SITUATION
Recent Information indicates some
internal difficulties among sub-
ordinates, The group has a re-
markable rocord of accomplishment.
Members have effectively maintained
long range goals. They have worked
in harmony for tho past year. All
are well qualified for tho task.
ALTERNATIVE ACTIONS
This lender would. .
.
A. try out solution with subordinates
and then examine the need for new
practices.
B. allow group members to work it out
themselves
,
C. act quickly and firmly to correct
and redirect.
D. bo available for discussion, but
be careful of hurting boss-
subordinate relations.
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LEADER BEHAVIOR DESCRIPTION QUESTIONNAIRE
The following items describe aspects of leadership behavior.
Read each item carefully. THINK about how frequently the
leader engaged in the behavior described by the item.
DECIDE whether he always, often, occasionally, seldom or
never acts as described by the item. CHECK the appropriate
column to show the answer you have selected.
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leader behavior
1. He makes his attitudes
clear to the group
3. He tries out his new
ideas with the group
5. He rules with an iron
hand
7. He speaks in a manner
not to be questioned
2. He does personal favors
for subordinates
4. He does little things to
make it pleasant to be a
member of the group
6. He is easy to understand
8. He finds time to listen
to subordinates
9. He critices poor work
10.
He mixes with subordin-
ates rather than keeping
to himself
11.
He assigns subordinates
to particular tasks
12.
He looks out for the per-
sonal welfare of individ-
uals in his group
13.
He schedules the work
to be done
14.
He explains his actions
to subordinates
15
He maintains definite
stds. of performance
16,
He consults subordinates
before action
17.
He emphasizes the meet-
ing of deadlines
19.
He encourages the use
of uniform procedures
18.
He backs up subordinates
in their action
20.
He treats all subordin-
ates as equals
21.
He makes sure that his
part in the organiza-
tion is understood
22.
He is willing to make
changes
23.
He asks that subordin-
ates follow std. rules
and regulations
24. He is friendly and
approachable
25.
He lets subordinates
know what is expected
of them
26.
He makes subordinates
fell at ease when talking
with them
27.
He sees to it that sub-
ordinates are working
up to capacity
28.
He puts suggestions made
by his group into action
29.
He sees to it that the
work of subordinates is
coordinated
TOTAL
30.
He gets group approval
in important matters
before acting
' TOTAL
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DIRECTIONS FOR SCORING
Total checks in each column of the previous page and
enter in square below each column. The columns on
the left hand represent the Initiating Structure
values. The right hand columns represent Consideration
values. Record the column totals in the Initiating
Structure and Consideration boxes below. Multiply each
of these totals by the weighting factors indicated.
Add these for a grand total representing the Initiating
Structure value and Consideration value.
Initiating Structure
A lways xT =
Often x 3 =
Occasionally x 2 -
Seldom t—
^
ii
Never * o II
Total
Consideration
Always x V“
Often x 3 =
Occasionally x 2 =
Seldom x 1 =
Never X O II
Total
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EVALUATION OF THE TASK RELEVANT
MATURITY OF YOUR GROUP
On each of the dimensions of task relevant maturity which
appear below, evaluate on a scale of 1 to 8 your work p;rounin regard to the last task. Respond to each dimension as
operationalized in Situational Leadership Theory. Remem-
ber these dimensions of maturity should be considered only
in relation to the last task performed by your group
(Task Relevant Maturity).
MATURITY
Willingness to take responsibility
High Low
8 ? 6 5 4 3 2 1
Ability, education and/or* experience to take responsibility
High Low
8 7 6 5 4 3 2 1
Capacity to set high but attainable goals
High Low
8 7 6 5 4 3 2 1
Scoring on Above Dimension
Mean Score
Range
APPENDIX G
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Directions:
Assume you are involved _n each of the
following twelve situation. Each situation
has four alternative acticrs you might
initiate. READ each iteir. carefully.
THINK about what you v :uld do in each
circumstance. Then CIRCLE the letter of
the alternative action chaice which you
think would most closely describe your
behavior in the situation presented.
Circle only one choice.
Athens, Ohio 45701
© Copyright 1973 Paul H-:-sey and Kenneth II. Blanchard
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SITUATION “ ALTERNATIVE ACMOHS
Your subordinates are not re-
sponding lately to your friendly
1* conversation and obvious con-
cern for their welfare. Their
performance is in a tailspin.
A. Emphasize the use of uniform pro-
cedures and the necessity for task
accomplishment.
B. Make yourself available for dis-
cussion but don’t push.
C. Talk with subordinates and then
set goals.
D. Intentionally do not intervene.
SITUATION ALTERNATIVE ACTIONS
The observable performance of your
group is increasing. You have
2. been making sure that all members
were aware of their roles and
standards.
A. Engage in friendly interaction,
but continue to make sure that all
members are aware of their roles
and standards.
B. Take no definite action.
C. Do what you can to make the rroup
feel important and involved.
D. Emphasize the importance of
deadlines and tasks.
SITUATION ALTERNATIVE ACTIONS
Members of your group are unable
to solve a problem themselves.
3. You have normally left them alone.
Group performance and interper-
sonal relations have been good.
A. Involve the group and together
engage in problem-solving.
B. Let the group work it out.
C. Act quickly and firmly to
correct and redirect.
D. Encourage group to work on pro-
blem and be available for
discussion.
SITUATION ALTERNATIVE ACTIONS
You are considering a major change.
Your subordinates have a fine re-
4. cord of accomplishment. They re-
spect the need for change.
A. Allow group involvement in
developing the change, but don’t
push.
B. Announce changes and then imple-
ment with close supervision.
C. Allow group to formulate its
own direction.
D. Incorporate group recommendations,
but you direct the change.
SITUATION ALTERNATIVE ACTIONS
The performance of your group has
been dropping during the last few
months. Members have oeen un-
concerned with meeting objectives.
5. Redefining roles has helped in the
past. They have continually
needed reminding to have their
tasks done on time.
A. Allow group to formulate its. own
direction.
3. Incorporate group recommendations,
but see that objectives are met.
C. Redefine goals and supervise
carefully.
D. Allow group involvement in setting
goals, but don’t push.
SITUATION
'You stepped into an efficiently
run situation. The previous
administrator ran a tight ship.
6. You want to maintain a productive
situation, but would like to begin
humanizing the enviroment.
ALTERNATIVE ACTIONS
A. Do what you can to make group feel
important and involved.
B. Emphasize the importance of dead-
lines and tasks.
C. Intentionally do not intervene.
D. Get group involved in decision-
making, but see that objectives
are met.
SITUATION
You are considering major changes
in your organizational structure.
Members of the group have made
7. suggestions about needed change.
The group has demonstrated flex-
ibility in its day-to-day opera-
tions.
ALTERNATIVE ACTIONS
A. Define the change and supervise
carefully.
B. Acquire group's approval on the
change and allow members to or-
ganize the implementation.
C. Be willing to make changes as
recommended, but maintain control
of implementation.
D. Avoid confrontation i leave thinrs
alone.
SITUATION
Group performance and inter-
personal relations are good. You
8. feel somewhat unsure about your
lack of direction of the group,.
ALTERNATIVE ACTIONS
A. Leave the group alone.
B. Discuss the situation with the
group and then initiate necessary
changes-.
C. Take steps to direct subordinates
toward working in a well-defined
manner.
D. Be careful of hurting boss-
subordinate relations by being too
directive.
SITUATION
Your superior has appointed you
to head a task force that is far
overdue in making requested re-
commendations for change. The
group is not clear on its goals.
9.
Attendance at sessions has been
poor. Their meetings have
turned into social gatherings.
Potentially they have the
talent necessary to help.
ALTERNATIVE ACTIONS
A. Let the group work it out.
3. Incorporate group recommendations,
but see that objectives are met.
C. Redefine goals and supervise
carefully.
D. Allow group involvement in setting
goals, but don't push.
SITUATION
Your subordinates, usually able
to take responsibility, arc not
10.
responding to- your recent rede-
fining of standards.
ALTERNATIVE ACTIONS
A. Allow group involvement in re-
defining standards, but don't push
B. Redefine standards and supervise
carefully.
C. Avoid confrontation by not
applying pressure.
D. Incorporate group recommendations
,
but see that new standards are met
SITUATION
You have been promoted to a new
position. The previous super-
visor was uninvolved in the
11.
affairs of the group, pe group
has adequately handled its tasks
and direction. Group inter-
relations are good.
ALTERNATIVE ACTIONS
A. Take steps to direct subordinates
toward working in a well-defined
manner.
3. Involve subordinates in decision-
making and reinforce good
contributions
.
C. Discuss past performance with
group and then you examine the
need for new practices.
D. Continue to leave group alone.
SITUATION
Recent information indicates some
internal difficulties among sub-
ordinates, The group has a re-
markable record of accomplishment,
12.
Members have effectively main-
tained long range goals. They
have worked in harmony for the past
year. All are well qualified for
the task.
ALTERNATIVE ACTIONS
A. Try out your solution with sub-
ordinates and examine the need
for new practices.
B. Allow group members to work it out
themselves.
C. Act quickly and firmly to correct
and redirect.
D. Make yourself available for dis-
cussion, but be careful of hurting
boss-subordinate relations.
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Business-es
in
Dallas-Fort
Worth,
Houston,
Waco,
Austin
—
eventually
all
across
Texas,
the
United
States,
and
even
foreign
countries--will
be
asked
to
let
our
students
work
on
real
business
problems
in
their
firms.
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ALPs
become
increasingly
more
complex
as
a
student
progresses
in
his
program.
As
shown
below,
ALPs
are
designed
largely
by
the
faculty
in
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beginning
of
a
student's
program.
Most
students
require
this
initial
guidance,
for
they
are
unaccustomed,
in
the
traditional
education
system,
to
having
this
responsibility.
Durinq
the
middle
of
his
program
at
SMU,
there
are
increasing
opportunities
given
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STUDENT
ACCEPTS
MORE
AND
MORE
INDIVIDUAL
RESPONSIBILITY
FOR
INITIATING
ACTION,
BECOMES
MORE
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A
SELF-STARTER,
MAKES
MISTAKES
BUT
LEARNS
HOW
TO
GET
AND
USE
RESULTS
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is
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School.
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for
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structure
to
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there
must
be
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and
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